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ABSTRACT
This qualitative study on literacy development within a whole language classroom
focuses on the reading and writing experiences of five second grade students. The
classroom teacher was also a participant in the study and practiced various whole language
teaching methods in the teaching of reading and writing. The data gathered for this study
were descriptive fieldnotes developed from the observations, in-depth interviews of the
participants, documents from the site, and writing samples.
The portraits of the students described specific learning behaviors and styles that
came forth as they read books and wrote stories in journals. The portraits also defined the
connections they were making to the literacy environment in which they were immersed.
The portraits also detailed elements in their family backgrounds and school life that affected
their learning. The teacher was also described in a portrait that focused on her personal
background, professional development, and growth as a teacher of elementary school
children.
The themes that emerged from the data were classroom environment, learning,
instruction, and self. The participants experienced or demonstrated knowledge learned
through these four areas.
The study implied that students at an early age in literacy development learn through
various ways of communication of which reading, writing, speaking, and listening are the
forefront in any successful literacy event. The students may have benefited from
instruction presented through small groups and engagement in the theme studies, which
included children’s literature. The teacher in her quest to teach reading and writing from a
whole language philosophy may have learned more about this approach by continuing to
question the benefits of whole language and then taking the risk to act on them in ways that
best serve students.
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CHAPTER I
INTRODUCTION
We can begin by observing children, learning with them and from them as they
learn with us and from us. In this way we can create philosophical and theoretical
frames from our observations of the learning environments we make from one
another. (Taylor, 1993, p. 52)
Children who are active participants in their own learning and who are given a
certain amount of freedom and choice seem to develop positive attitudes about school and
learning. They come to the learning environment with prior knowledge about many things.
Some children have rich experiences to draw from, that go well beyond what the average
child receives during childhood, and others may have experiences that are simple, but still
good. Some children who are members of the learning community may also be deprived of
life’s basic needs, which many of us take for granted, such as adequate food, clothing, and
shelter. Not having these needs met can affect children’s learning as they may not be able
to function to the fullest of their ability.
Language learning is continuous; it is an ongoing process. In the very beginning
children learn and use language in their own homes, with their own families, and practice it
in their everyday lives. Children bring to the school environment varying degrees of
literacy because of their diverse backgrounds, experiences, and personal interests.
Supporting young learners requires parents and schools to work jointly to help
students get the most from their educations. Many children have good support systems
which help them progress in their social as well as educational lives. These support
systems include siblings, parents, extended family, friends, teachers, principals, and
organizations.
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A whole language approach to teaching and learning language has much to offer
teachers as well as students. The whole language philosophy of teaching reading and
writing invites teachers to keep language whole and natural and to involve children in using
it functionally and purposefully to meet their own needs. Whole language advocates
encourage teachers to invite children to talk about things they need to understand and to
show them that it is all right to ask questions and listen to the answers, and then to react or
ask even more questions.
Whole language is a theory about the teaching and learning of reading and writing.
In various discussions, whole language advocates explain their definitions of what whole
language brings to the classroom. Goodman (1986) defines whole language as,
. . . clearly a lot of things to a lot of people; it’s not a dogma to be narrowly
practiced. It’s a way of bringing together a view of language, a view of learning,
and a view of people, in particular two special groups of people: kids and teachers,
(p. 5)
Camboume (1988) defines the whole language approach in a teaching-learning
context. This context involves the principles of whole language as being linked to the
demonstrations with which the learner is expected to engage. Camboume’s beliefs are that:
. . . a whole language approach when engaging learners means the literacy act being
demonstrated needs to be sufficiently “whole” to provide enough information about
the various systems and sub-systems of language, so that learners, if they decide to
engage, will have the information available for figuring out how all the pieces fit
together and interact with each other, (p. 204)
Camboume (1988) also believes there are certain principles of whole language that should
be understood and practiced by those who are involved in the learning; those principles are:
• High expectations about themselves as potential readers and writers.
• High expectations about their abilities to complete the reading and writing tasks
they attempt.
• Freedom to approximate mature and/or “ideal” forms of reading and writing.
• Time to engage in the acts of reading and writing.
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• Opportunities to employ developing reading and writing skills and knowledge, in
meaningful and purposeful contexts, (p. 203)
Whole language teaching and learning considers the teacher and his/her students
and their backgrounds of experience. Each may bring to the learning environment
considerable knowledge about language drawn from their own cultural and educational
beliefs. Whole language teaching and learning are a continuous process involving learning
about reading, writing, speaking, and thinking throughout the language experience.
Language learning is a social activity, best undertaken when the environment is
supportive, when risk taking is encouraged, and when tasks attempted or completed are not
solely for competition or assessment. The teacher, in supporting his/her students,
promotes unity by creating a classroom where all students feel a sense of community,
which encourages literacy.
“Becoming literate is a dynamic process that cannot be measured by traditional tests
or controlled by texts” (Taylor, 1993, p. 20). Because of the philosophy some teachers
may share about teaching reading and writing, the traditional textbook teacher may have
inappropriate expectations for students. Teaching reading and writing in a subjective,
arbitrary manner, such as simply learning to decode letters into sounds and finding correct
responses to prepared questions, denies children’s natural curiosity. Critical thinking and
creativity is what children need in order to function to the best of their ability. Becoming
literate is a process and whole language teachers believe language is learned best when
understood in the following way:
• Language is natural, whole, sensible, interesting and relevant
• Language belongs to the learner, and is part of a real event
• Language has social utility, and a purpose for the learner
• Language is chosen by the learner
• Language is accessible to the learner
• The learner has power to use language. (Goodman, 1986, p. 8)
Some schools and teachers promote whole language programs with a focus on
respecting the learners and their prior knowledge and experience. Whole language is an
attitude and philosophy about learning that guides curriculum decisions. Whole language
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teachers use real books (children’s literature) in their reading programs and believe all
children to be makers of meaning and dialogue. Whole language teachers organize a large
part of the curriculum around themes. There is not a single definition of “theme,” but for
some the terms theme and unit are synonymous; for others a theme simply involves
coordinating different kinds of activities. There are many different approaches to theme
teaching. Walmsley (1994) believes, like the term whole language, teachers define the
terms theme and theme-based instruction in various ways. Some terms for theme teaching
are thematic units, theme cycle, or theme-explorations. Themes do have a common
organized framework with a central idea. Walmsley (1994) contends if they do not have
this central idea, then they should be called units. A theme is something substantive and
worth exploring, as it provides teachers and students with a focus for their teaching and
learning. A theme is composed of appropriate activities that explore topics that make up,
relate to, or stem from the central ideas. A theme comprises both meaning (the central idea)
and structure (the way in which the central idea is explored). In whole language instruction
themes are taught throughout the content areas, including science and social studies.
Whole language teachers do not ignore phonics; rather they keep it in the
perspective of authentic reading and writing. Essentially, whole language teachers invite
children to read and write by reading real books (children’s literature) and writing for a
purpose.
Reading programs that advocate a transmission approach to teaching reading and
writing, by solely using basal textbooks and workbooks, break up whole or natural
language into parts, or abstract pieces. The latter turns language into words, syllables, and
isolated sounds and consequently the purpose of language learning becomes subverted,
abstract, and unrelated to the needs and experiences of children.
Language learners develop a sense of self. They see language used in fundamental
ways and learn early on that they can solve problems and make their needs known by using
language. If their experiences and backgrounds are valued by those who teach them, they
become more inclined to want to pose questions, read more, write more, think deeply, and
be more willing to share personal experiences with language, viewing reading and writing
as ways to learn.
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Whole language is the easy way to literacy development. As Goodman (1986)
states, “Many teachers are learning to . . . keep language whole and involve children in
using it functionally and purposefully to meet their own needs. This way, teachers can
work with children in the natural direction of their growth” (p. 8). Whole language
emphasizes learning and using language whole to part. The main idea behind the whole
language philosophy is for children to experience language in an atmosphere where the
focus is on the meaning being communicated, rather than on the language itself.
Teachers realize as they progress toward becoming “whole language” child-centered
teachers that they must give a certain amount of “control” to the students. Control does not
mean students run the classroom. It means children have more choices in their learning and
develop a voice which helps them to function in the classroom, as well as with peers and
adults in the community. Children who are given choices are not doing things in the
classroom just to please the teacher, they are doing things such as reading, writing,
speaking, listening, and thinking because they find these pursuits useful~it matters to them
and they feel good about learning and communicating.
Accepting children for who they are and the experience they bring to the classroom,
no matter how abundant or limited, shows children they are worthy o f learning and their
ideas are valued. Goodman (1986) supports this idea further as he believes respect of
children and their language development is important because they need to view themselves
as worthy and capable. All children’s unique backgrounds of language and personal
experience should be the focus of literacy development and a foundation for developing the
whole child.
Many traditional classroom teachers have changed their ideas about reading
education and the teaching of reading for a number of reasons. Educators who may not
understand the philosophy of whole language sometimes will argue that whole language
does not teach “skills.” Goodman, Crites, and Whitmore (1991) defend whole language
by reasoning that students in whole language classrooms learn “skills” of language and
other subject areas by actively using language as part of real experience. Whole language
teachers do not usually use the term “skills.” In traditional reading and writing instruction
the word skills has come to mean the isolated study of units of language (phonics,
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grammar, vocabulary, and punctuation) with little concern for helping students to
understand the relationship of the skill in its proper place in the greater context of language.
Whole language teachers realize that when they provide students with purposeful
opportunities to read and write, many needs are served and children will have more
knowledge about the “skills” they need (Goodman et al., 1991).
When Weaver (1994) explains her idea of whole language teachers, she states, “It
is vital to continue focusing upon the directions our own growth might appropriately take.
That’s a critical part of what it means to be a whole language teacher” (p. 365). She
suggests whole language teachers are learners. They are in fact “risk takers,” as they try
new ways of teaching, new ways of responding to students, and new ways of evaluating
students’ progress.
In order for us to ask students to take risks, we ourselves need to model that we
also are risk takers. It is a special teacher who can say to his/her students, “You know I
really have never tried this before, but let’s find out together what happens i f . . . . ” Using
this example, teachers show their students taking risks is good for everyone when they are
learning. With this attitude toward learning, teachers model for students that learning is a
lifelong process. They also show students that teachers are capable of sharing the learning
by making the learning relevent to the needs of each individual student.
Supporting students as they take risks is quite important, as Allen (1991) states:
“Children who fail in school have often been failed by the school” (p. 461). She believes
teachers must create literate environments where students can take risks without failure. In
these classrooms, all children would be equal, not in what they already know but more in
what they can learn. Creating an environment where students are encouraged to experience
language and take risks promotes literacy development to its fullest. Literacy development
in a whole language classroom is one way to discover how children learn to become
makers of meaning while they are learning to use language in their everyday reading and
writing activities.
Purpose
The purpose of this study was to learn how literacy development occurs in an
elementary classroom. Observing the interactions between a teacher and her students and
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interviewing the teacher and some of her students was implemented as part of the data
gathering. The data gathered from this study are beneficial to both teachers and teacher
educators, as this study considers students’ perspectives. Questions about reading and
writing were the focus of the student interviews. Observing the students’ behavior and
unique ways in which they communicated with each other and with their teacher, during
their literacy journey, was a significant part of the research. The observations o f students
reading and writing provide firsthand knowledge of language learning. Observing and
interviewing a classroom teacher gives teacher educators additional information on how
classroom teachers utilize the theories about reading in everyday teaching practice.
Limitations of the Study
One of the limitations of this qualitative study is the brief length of time in which the
study was conducted. The study was conducted over a 10-week period. However, in any
case study, there are human limitations because of time constraints.
A second limitation of this study is that I was limited in my choice when finding a
classroom in which to do research. Initially, I had hoped to send letters to fourth grade
teachers in the community and allow them to respond. By searching through the response
letters, I thought I would find a classroom already established and structured in whole
language teaching practice. This did not happen because of the limitations put on me by
school officials.
Organization of the Study
The chapter that follows reviews historical concepts of classroom settings in field
research and various definitions of literacy, language learning, and literacy development as
a connection to whole language. The chapter also describes classroom environment,
teacher development, theme approaches to teaching, and writing through reading. Chapter
HI contains the methodology for this study. It includes a rationale for and a description of
the procedure used in this study. Chapter IV presents student and teacher portraits.
Chapter V presents the four themes that have emerged from the data. These themes are
(a) environment, (b) learning, (c) instruction, and (d) self. Chapter VI contains the
reflection, discussion, and educational recommendations.

CHAPTER II
REVIEW OF THE LITERATURE
In this chapter I discuss the literature as it relates to literacy development, language
learning, and whole language connections. In discussing classrooms and literacy, it is
necessary to take a look at how qualitative research has enabled the classroom environment
to emerge as rich, exciting ground for doing research.
Bloom (1989) takes a broad look at classrooms and literacy, suggesting that
research on this topic has shifted over the last 25 years. He defines five major areas where
the concern among researchers has shifted. The first area is a shift from taking the
classroom for granted to actually looking at what occurs in classrooms. A second shift is
from viewing the classroom as a “monolithic entity” to recognizing the broad range of
interactional and academic contexts within and across classrooms. A third shift is from
simple, taken-for-granted definitions of literacy to increasingly complex definitions
requiring one to consider the social, intellectual, cultural, and linguistic issues. A fourth
shift is the increasing recognition of the intellectual processes involved in any literacy
event, which depends greatly on the nature of the social and cultural context in which it
occurs. Changes are in the making, and the reason is that as classroom contexts change, so
too will the nature of literacy events because of the intellectual processes in which students
are engaged. The fifth shift derives from the idea that students in various classrooms are
involved with multi-disciplinary perspectives in regard to literacy.
Instead of studying reading and writing in natural settings, early research focused
more on such things as reading curriculum or instructional programs and probed the
question of which one was better than the other. A study might have been conducted to
find out what the effect of a curriculum innovation or a new teaching method might be.
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These studies did not attempt to find out what was actually happening in the classrooms,
but examined results of program exposure through assessment of students.
Early research in literacy development as described by Gage (1963) treated the
classroom like a “black box” where teachers and students were what was put into the box
and what came out were various results. Teacher and student interactions were ignored or
denied. As these “black box” studies failed to provide clear and consistent knowledge
about the effectiveness of the given study, some researchers concluded that what happened
in schools and classrooms did not make a difference.
An early study by Bond and Dykstra (1967) focused on what made some
classrooms have better outcomes than others. The Bond and Dykstra (1967) study looked
at first graders in an attempt to coordinate a series of federally funded studies on beginning
reading instruction. Reliable statistical comparisons were used across the studies to
determine which instructional approach or combination of approaches worked best. These
included such things as basal readers, phonics, language experience, linguistics, and whole
word usage. The data showed little difference in the effectiveness of the instructional
programs used. However, there were major differences in outcomes across classrooms.
These findings supported the notion that the real difference in classroom outcomes called
for more attention to what teachers actually did during reading instruction. The findings
indicated teacher interaction with students was critical in how children learned.
The move toward studying reading and writing in “natural” settings causes
rethinking of ideas held about classrooms and literacy. Early researchers of the subject
soon discovered that student and teacher perspectives are vital in the examination of what
goes on in classrooms designed to support readers and writers in their journey to literacy.
Definitions of Literacy
Defining what literacy means is often problematic because of the varied views
researchers, teachers, and parents hold concerning this concept. Literacy can mean
different things to different people. Wolf, Bruner, and Ross (1976) suggest there are
separate literacies for texts, visual arts, and music. Literacy can also be defined as the
ability to comprehend texts that take place in one’s everyday environment.
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Literacy from a school-based point of view is different. It typically refers to the
comprehension and production of writing used in schools. Advocates of whole language
and emergent literacy say that reading and writing develop together and utilize the same
mental processes involved in learning to use oral language, and this is the basis of
becoming literate.
In using language, we are interacting with others and also using others’ words to
capture what we are trying to say. Bakhtin (1986) says,
In language usage it is thought literacy is when we use language, oral or written and
enter into a dialogue, a relationship, with others; and we adopt a social voice, a
genre, which “temporarily crystallizes” the interaction of a given moment within a
broader cultural type. In essence we use language when we talk to people in
different ways because of the different circumstances we are involved in at the time,
(p. 89)
Goodman (1986) believes literacy is a cultural phenomenon. She sees literacy
develop because of society’s need to communicate across time and space. The complexity
of societal needs forces literacy to perpetuate history, economy, politics, education,
literature, religion, philosophies, and recreation. She states, “Children in a literate society
grow up with literacy as an integral part of their familial and social histories” (p. 1).
Home background plays a significant role in a young child’s orientation to literacy,
and income can have a dramatic effect on the home literacy environment. Families
with greater amounts of spendable income can spend more on literacy materials than
those who do not. (Teale & Sulby, 1986, p. 193)
There are many views and questions about literacy and how children become
literate. Historically, this question has been a continuing topic for both teachers and
researchers alike. However, one concept with which many theorists (Cambourne, 1988;
Goodman, 1986; Teale & Sulby, 1986; Weaver, 1994) agree is that literacy begins at an
early age and that reading, writing, and speaking are interrelated. Lancy (1994) states,
“The child who will eventually become literate is exposed to and uses language in ways that
are distinctive” (p. 3). As children grow and learn in their home environments, it is
important to remember the child who experiences regular “family talk,” whether it be at the
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dinner table, at a family function, on a trip, etc., uses narrative and explanatory speech.
These children consequently have an advantage when learning to read (Snow, 1983).
Another definition of literacy, according to Brown and Mathie (1990), is “literacy
means the making of meanings and its clear communication to others. It is more than the
ability to read, write, spell and punctuate a sentence” (p. 2). The truly literate person is one
who can read and write and does so to make ideas clear to self and others. Literate people
realize the need to read, write, speak, and listen and to respond articulately. They will then
view themselves as thinkers in a community of learners.
Functional literacy is the ability to read for certain functions such as filling out
applications for employment, reading schedules, or even reading to follow a recipe. But,
genuine literacy, according to Courts (1991), is the kind of literacy that empowers the
individual to make meaning of the world of oral and written language in which we are all
immersed. This type of literacy occurs when individuals become active in their efforts as
readers, writers, speakers, listeners, and viewers. Loughlin and Martin (1987) believe
literacy is a dimension of language rather than an entirely different and separate process. In
this way, reading, writing, speaking, and listening each draw on their own sensible
awareness of language purposes and potentials, and this is communicated in the home and
community.
Literacy is best defined as making meaning which encompasses deeper
understanding of the inner self. The purpose of literacy is an intra and inter active creative
process of coming to know self and others (Courts, 1991). The literate person, when
immersed in reading or writing, understands that it takes much more than merely decoding
words to complete a given task.
Language Learning
Language learning for children, according to Dyson (1995 ), “ . . . requires
children to not only be meaning makers, but also meaning negotiators, learning to
participate in the social world, to adopt, resist or stretch available words” (p. 13). To fully
understand how children develop as language learners, we must be able to view children
from their perspective while considering variables such as culture, class, and gender which
may or may not affect their developmental progress.
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Prior to school, children learn their own language without formal instruction as they
construct their own language from what they hear and as they engage in ongoing
interactions in their surroundings. It is generally believed that immersion in the language
environment is necessary for language acquisition and this development happens through
influences in the child’s environment. Cazden (1972) calls this type of influence
“environmental assistance.” Children have a purpose when learning a language, and the
process is interactive. The environment must be rich enough so that it provides both the
models and motivation to keep the child interested and involved, as this is necessary for
children to reflect and pose questions and continue learning.
Teacher Development in Whole Language
Whole language approaches serve a fundamental connection to literacy and
language development. The whole language philosophy has had a great impact on teachers
and on classroom instruction as they apply their knowledge of whole language learning
when planning literacy events. These activities, according to Sanacore (1992), “. . . are
meant to support a child-centered environment, emphasizing programs that are
literature-based and practices that are meaning-focused” (p. 2). He continues by noting that
these efforts are in support of the whole language philosophy, but they do not, by
themselves, represent a full understanding of what whole language is about. In other
words, just because a teacher or administrator believes in the philosophy does not imply a
clear understanding of what this concept is supposed to represent for children who are
involved in the daily routines of classroom teaching and learning.
It is Sanacore’s belief that for educators to better understand whole language, they
must reevaluate their beliefs concerning children and how they learn. Supporting
children’s emerging literacy and nurturing it during the primary years is of great
importance. When we support children’s emerging literacy, their chances of having
successful experiences in both reading and writing are increased.
When reevaluating the belief systems about whole language teaching and learning,
teachers discover how becoming child-centered affects not only the way they instruct but
also the expectations they have for students. Teachers who grasp the idea of becoming
more child-centered, and adhere to whole language premises, put their experience to the
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test. They put theory and practice together and develop their own unique way to teach
children to read and write and in the process learn much about themselves. Teachers who
know reading and writing are connected seem to have a much firmer foundation for
encouraging literacy development
Pearson (1996) writes “. . . our best hope is a substantial investment in teacher
knowledge and professional development” (p. 304). Behavior is a reflection of beliefs.
The whole language movement came into existence because of researchers’ and educators’
beliefs about language learning through observation of behaviors of young children. Many
of the pioneers of whole language agree they wanted to stop teaching punctuation, spelling,
and grammar as ends in themselves. They came to see these skills as “tools” necessary for
effective written communication (Brown & Mathie, 1990).
Routman (1991) believes teachers are continually adding to their own knowledge
base during daily interactions with children through teaching, observing, speaking, and
reflecting. These processes lead the teacher to find his/her own literate voice. Finding
one’s own literate voice requires teachers to trust in themselves, allow time for change, and
give up some control—all of which can be a struggle. Trusting one’s self is difficult
because teachers are trained to rely on the opinions and expertise of others.
Teachers are first students, then student teachers, and finally, when they are on
their own, responsible for teaching young children, they realize that all they have learned in
teacher education is outside themselves. They discover many things about themselves and
hopefully learn to act on their own judgments and rely on the answers that are within.
As teachers grow and develop professionally they begin to decide for themselves
what is really important to their teaching. They will begin to test some of the ideas they
have about teaching and learning by practicing these methods in the classroom. The
classroom is a place to extend what they know are good teaching practices and to refine the
practices they see as needing work. These refinements may call for the teacher to consult
with other experts in the area or to enroll in a university class or to read more on their own
to learn new techniques.
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Classroom Environment
A positive social environment provokes and promotes reading and writing by
inviting children to think and speak in the context of learning. The teacher plays an
important role in creating the environment. He/she is a decision maker when planning for
the class. These decisions, however, should be shared with the students as much as
possible. Loughlin and Martin (1987) believe the teacher is the decision maker about the
environment and needs to share ownership, responsibility, and information so all children
are assured equality in their education. The teacher must model the behavior he/she expects
from the students and should take the time to observe and interact with the students in ways
that promote continuity and order.
A classroom where students are allowed to work together as they are learning is
important in establishing good communication. Students working together decide what
information to gather, how to organize it, and how to present what they have learned.
There is research that indicates giving students an opportunity to study cooperatively in the
classroom can enhance learning (Larson & Dansereau, 1986; Leal, Crays, & Moetz, 1985).
Students who work together appear to have a higher regard for school and for the subjects
they are studying and are more confident and self-assured (Ransinski & Nathenson-Mejia,
1987).
Theme Approaches in the Whole
Language Classroom
In an integrated class, listening, speaking, reading, and writing activities are not
separate, according to Pappas, Kiefer, and Levstik (1990). Children’s activities and
projects are surrounded by conversation. Small groups of children will study a project
together by talking, taking notes, reading and writing, and listening to books read to them.
They also have discussions about books and gain insight about writing from reading.
“They acquire knowledge about reading by w riting-they learn to read like a writer”
(Pappas et al., 1990, p. 39).
When teaching through integrated themes, teachers should plan for activities and
projects which can include many sources of materials. Tradebooks, newspapers,
computers, environmental print, and hands on materials are only a few of the devices
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teachers use for theme studies. It is imperative for students to have input about choices of
themes because children have good ideas and will more likely enjoy the theme when their
ideas are valued. When teachers negotiate with students about choices when planning for
themes, both the students’ and teachers’ needs are met, as both have a valued interest in the
learning. Manning, Manning, and Lang (1994) state, “Theme immersion is an in-depth
study of a topic, issue or question” (p. 1). Students and teachers plan together and find
resources for information, determine the issues for discussion, and decide how to
communicate their learning. To implement a theme study, students and teachers plan or
brainstorm ideas. One purpose of brainstorming, according to Gamberg, Kwak,
Hutchings, Altheim, and Edwards (1988), is that it helps focus thinking of the topic to be
studied and highlights as many of the details as possible. In addition to helping focus
thinking, brainstorming encourages all students to participate, as everyone’s ideas are
considered and discussed. Brainstorms can also help teachers to identify the interest areas
of individuals. Most importantly, teachers as facilitators of learning, and who support the
interaction among children, play more than one role. Teachers are more than just role
models; they are also mentors and collaborators, facilitating the children’s learning
(Weaver, Chasten, & Peterson, 1993).
Considering Themes
Planning for a theme takes time and commitment, as one will want to search out the
best books and materials and think of interesting ways and ideas to learn about a topic. To
know what a sufficient theme study calls for, a teacher should understand that “. . . any
subject is a good one if youngsters want to talk or read or write about it” (Moffet &
Wagner, 1992, p. 38). A theme approach can be an authentic way to learn as children are
engaged in reading, writing, discussion, and problem solving. Working in groups helps to
build consensus about a subject and promotes social skills, as children listen and learn from
one another. A unit or theme approach, generated by the children, enables them to become
experts on a given subject as they share their ideas about what they have learned with each
other. The children, through this interaction, form a relationship with the central ideas
through reading, writing, listening, and speaking.
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Understanding students from their own perspectives helps teachers know what is
important to the children as individuals. Dodd (1995) believes when a teacher tries to
understand situations from students’ points of view students, in turn, are willing to
consider situations from the teacher’s point of view. Good communication is the key to
motivating and engaging students.
“Teachers who use thematic literacy instruction by making lessons more authentic
help to engage students’ real lives. Teachers who allow students to share their experiences
widen the possibility for literate occasions” (Koeller & Mitchell, 1997, p. 328). When
teachers who engage students in learning realize the extrinsic value of teaching, they have
found a direction to make assignments and activities interesting and motivating. In order to
become engaged in learning, “students need to have the feeling of ow nership-of tasks and
personal pow er-to believe what they do will make a difference” (Dodd, 1995, p. 65).
Ability Groups
In considering how students are grouped for reading, researchers have questioned
whether they should be grouped by ability (Moffet & Wagner, 1992). Grouping by ability
for reading is usually determined by a reading test score and/or teacher judgment. If
students are choosing their own reading material according to personal interests or theme
study, then the groups will form according to common texts or interest. There will be a
range of readers within these groups with common interests; consequently, class members
can learn from one another.
If a class is child-centered and using a theme approach, grouping is not necessarily
part of authentic learning. Moffet and Wagner (1992) state, “Better readers can tolerate
weaker readers if the weaker ones don’t force them to read something beneath them, as in
fact happens when everyone in a class reads the same thing” (p. 159).
Another aspect to consider about ability grouping is how this may create differences
between status levels in students’ motivation and performance. Research by Gamoran
(1986) discovered that students in high-ranking groups, anticipating future placement in
high-status groups, may be motivated to learn more, while students in lower-ranking
reading groups may have low expectations and thus achieve less. Ability grouping does
more damage than good, as studies show that when first grade teachers assigned children
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to groups the assignments were not just for one year but may last for many years. When
children feel left out or become elitist in the first months of grade one, there is long-term
damage in regard to children’s attitudes toward themselves and others (Hansen, 1987).
It has been found that poorer readers many times have more than one teacher doing
too much for them. Some students may have a regular classroom teacher and also receive
Chapter I services. Many times these students are frequently the most dependent, the least
confident, and the least effective readers (Rhodes & Shanklin, 1993). W hat weaker
readers really need, if grouped, is to be placed within a diversity of readers. This
placement will help the readers to feel as though they are an important part of the class and
what they have to share is valued by all.
Writing Through Reading
Children learning to write apply their experience from insight gained through
reading stories and then writing about them. Writing is thinking—it is a way of putting
one’s thoughts down on paper to be looked at time and again. It is almost like having a
debate with oneself, and after writing several drafts and making several revisions, a writer
has either rejected or strengthened the original ideas (Graves, 1983).
Writing is closely tied to illustration, and children quite often enjoy drawing. When
students are not yet comfortable with writing, or unsure of what to write about, teachers
can encourage them to draw a picture first and then describe the picture. When students
become more experienced with words they begin to write more and longer sophisticated
sentences. To encourage continued growth in writing, students should read what they have
written to a group or individual. This shared reading provides opportunities for children to
listen to what others have to say about their writing as well as providing them with a way to
build self-confidence.
Writing enhances cognitive development because it requires students to reflect on
reasoning. Through writing, they explore, clarify, confirm, and extend their thinking and
understanding. When children write, they display their level of understanding of the
material and reveal to the teacher what the children are thinking.
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Summary
Literacy development in the whole language classroom has many facets for
learning. Children involved in whole language classrooms where learning language is
through theme-centered approaches have many advantages to learning about subject matter.
Children’s own needs are considered along with that of the teacher’s, brainstorming about
topics is part of the learning environment, and all children learn through and with each
other. Grouping by ability is usually not a part of this type of classroom structure.
Instead, children are invited to take responsibilty for their own learning in the context of
theme studies and discussion groups.

CHAPTER m
METHODOLOGY
This research study was designed to explore how literacy development occurs in an
elementary classroom. Data were gathered through fieldnotes, observations, and
interviews. I wanted to find out more about what whole language teachers did in their
everyday teaching practices involving students’ literacy development. I also wanted to find
out what a whole language classroom offered to the students in the way of reading and
writing. This chapter describes the methodology used to conduct this study, including the
selection of the classroom and the teacher and students who would be interviewed. The
names of the students and the teacher in this study are expressed as pseudonyms to
maintain confidentiality.
Rationale for Choice of Methodology
The methodology of this study is qualitative in nature. Qualitative research focuses
on the experiences of the participants, and the researcher is the key instrument in the
setting. Therefore, researchers must immerse themselves. According to Glesne and
Peshkin (1992), “You become immersed in the setting, its people and the research
questions” (p. 54).
Qualitative research is known as descriptive or naturalistic. This “naturalistic
paradigm,” as it has been called, according to Wolcott (1990), “. . . has several other
aliases known as . . . postpositivistic, ethnographic, phenomenological, subjective, case
study, qualitative, hermeneutic, and humanistic” (p. 10).
Van Maanen (1979) suggests that “qualitative methods as a focus or a form
represent a mixture of the rational, serendipitous, and intuitive in which the personal
experiences of the organizational researcher are often key events to be understood and
analyzed as data” (p. 10). More importantly, qualitative researchers claim not to interpret
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what a behavior means until they have developed a “thick description” of the event from the
person’s point of view as it occurs.
Sherman and Web (1988) explain qualitative reseach has as its aim the
understanding of experiences from the perspective of the subjects. Qualitative research
implies attention to experience as it is lived by the participants. The goal is to understand
and interpret how various participants in a social setting construct the world around them to
gain insight into human reality while not losing the qualities o f those under study
(Denzin & Lincoln, 1994). Qualitative researchers should ask themselves while in the
field, “What is happening and what does it mean to the people involved?” (Erickson, 1986,
p. 119).
Bogdan and Biklen (1982) have identified five key features of qualitative research.
These features provide a framework for describing qualitative research.
The first characteristic of qualitative research identified by the authors is the
researcher being a key instrument in the setting, whatever or wherever it is, and the data
collected focus on the experience of the participants. In order to “know” what is happening
in the setting, it is essential to become immersed in it. One must attend to all of the daily
happenings in the setting. Although there are a number of ways to conduct qualitative
research, one needs to, according to Stainback and Stainback (1988) “ . . . enter into the
lives of the persons being studied as fully and naturally as possible” (p. 2). The researcher
must realize qualitative research requires one to be “involved” for a long period of time and
to “fit” into the lives of people naturally, in order to write his/her story from a perspective
that is both meaningful and accurate.
A second feature of qualitative research is that it is descriptive. Everything needs to
be treated with significance and one should never assume that anything is unimportant.
The experts suggest keeping a journal or diary to look back and reflect upon in order that
the researchers may think more deeply about what is seen or heard. Journals and/or diaries
are used by researchers, according to Van Maanen (1990), to keep a record of insights
gained, to search for discerning patterns of the work in progress, to reflect on previous
reflections, and for making the activities of research themselves topics for further study.
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The third feature deals with the importance placed on the process rather than on
outcomes or products. Keeping in mind that there are always more questions to ask and by
reflecting daily on what is happening, one can keep tuned in to the important things which
emerge from the observations.
The fourth feature deals with the inductive nature of qualitative research. The
researcher begins with specific observations and individuals and builds toward categories
which then may be combined. Themes and patterns can be found when searching the data.
Taylor and Bogdan (1984) have described this step in the research as looking for key
issues and/or recurrent events in the data that become categories of focus.
The fifth feature of qualitative research is the concern of meaning from the
participant’s point of view. Qualitative research is intended as a more descriptive and
interpretive activity with the purpose of understanding the people and situations under
study rather than judging or evaluating (Wolcott, 1984).
Data Collection
The methods I chose to implement in the collecting of data for this study were
observations, fieldnotes, and interviews. The time frame of this study was over a 10-week
period. The collected data resulted in 101 pages of interviews and 106 pages of
observational fieldnotes.
Observations
The observations were recorded primarily in the mornings because this was the time
the teacher taught reading and writing. There was an established routine for the morning
reading and writing lessons. In a case study such as this, the field is not the only place
where one can observe and gather data. According to Eisner (1991), the field is not limited
to places where there is human interaction. Places where there are inanimate objects to
describe and observe such as classroom design, books, materials, and other rooms where
students go as part of school routine are all considered important when studying school
children.
I observed children in the gymnasium during physical education. I observed them
during a reading performance for a first grade class as well as throughout their normal day.
In the beginning of the study, I observed all of the children in the classroom but later
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focused on five students who became the participants for a more in-depth study. These
students were selected because of their uniqueness while reading, writing, or speaking, but
does not mean they were all proficient readers and writers. I selected two of the students
because they were proficient readers and writers; the other three were unique in other ways.
One was retained in first grade, one was a transfer student, and one was so quiet in class
she was almost unnoticed. This was a very diverse class in terms of abilities, social skills,
and home/school relationships.
Wolcott (1990) states, “All observation is achieved not in the act of observing, but
in recognizing when something of significance has been observed” (p. 162).
Fieldnotes
Fieldnotes are necessary and vital when collecting data. I wrote descriptive notes to
help me picture what was happening in the setting and also analytic notes to keep me
grounded and searching for deeper meaning in the collecting of data. Descriptive notes
enabled me to report in my notes what had been observed. The analytic notes made me
think more logically why something occurred the way it did and what it meant to those
involved. I jotted down notes sometimes as questions, thoughts, or just a one-word
thought to be asked or observed at a later date. According to Taylor and Bogdan (1984),
“Fieldnotes describe people, events and conversations as well as the observer’s actions,
feelings, and hunches or working hypotheses” (p. 53). Fieldnotes are meant to represent
an attempt to record on paper all that can possibly be recalled of the observed events. The
notes should include detailed descriptions of everything that occurred while in the field as
well as where and when it occurred. The physical setting and social interactions, activities,
and so forth are also recorded as fieldnotes (Stainback & Stainback, 1988).
Interviews
“As a method of inquiry, interviewing is most consistent with people’s ability to
make meaning through language” (Seidman, 1991, p. 7). I interviewed five students and
their teacher. I interviewed the students each twice, once in the beginning of the fieldwork
and again later in the year. I also interviewed the teacher twice. The interviews were audio
taped. I had some preliminary questions that stayed the same (see Appendix A), but once I
became immersed in the setting my feelings and questions changed.
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Validity

To ensure validity, qualitative researchers use what is called triangulation to verify
and confirm data. Glaser (1979) sees triangulation as a preventative measure. The
investigator should not accept too readily the validity of first impressions; and triangulation
will enhance the scope, density, and clarity of constructs that have developed during the
investigation. The most important reason for triangulation is in correcting biases that can
happen when the researcher is the only observer in the investigation.
Triangulating is described by LeCompte and Preissle (1993), as they say, “Just as a
surveyor located points on a map by triangulating on several sites, so a researcher pinpoints
the accuracy of conclusions drawn by triangulating with several sources of data” (p. 48).
Triangulation, according to Delamont (1992), “means getting data on something with other
than one method” (p. 159).
Negotiating Entry
I wanted to observe children in a natural classroom environment as they interacted
with their teacher in reading and writing situations in a whole language classroom. I
thought my search for a classroom of this type would be easy. My initial idea about
finding a classroom was to send letters to all fourth grade teachers in the area, introducing
myself and explaining my topic of interest. I made an appointment to visit with the
associate superintendent of schools for elementary education. I presented my proposal and
time line. I informed him of my idea for finding a classroom. Much to my surprise, I was
not given this choice. Instead he made calls to three schools to find a teacher for me.
While on the speaker phone he called the schools. The first school did not want to
participate because the teacher that principal had in mind was very busy this year; she was
heading an important committee. The second school principal wanted to visit with me to
hear my proposal. We met and he thought I would benefit more from a teacher he knew in
another school. The third school principal had two teachers in mind, but again the principal
thought one of the teachers would not work well for me because she had a student in her
room this year who was problematic and it would be best if I went into another classroom.
My choice then was limited to one teacher who had minimal experience with whole
language teaching.
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I asked the teacher if she would meet with me after school. She agreed, and later
that day we met for an hour. Through our initial meeting I decided this class might work
for me because the teacher implied she was knowledgeable about whole language teaching
and taught her students from a whole language philosophy. I also noticed many books in
the room of which the teacher indicated were used for theme or unit study.
I started my field observations after receiving permission from the Institutional
Review Board. I was introduced to the class by the teacher and permission slips went
home to each student (see Appendix B). I observed the classroom throughout a 10-week
period. I observed students as they arrived in the morning and left in the afternoon, in the
hallways as they walked to music and physical education and the library, even during one
of their physical education classes. I took notes and tried to fit in the classroom as an
observer. In the beginning the students were interested. As they became used to my
presence in the room, the newness wore off and they accepted me as an observer.
The School
On my first day I arrived early. I sat in my car for a few minutes and observed
children walking from all directions from their neighborhood homes. Some were being
driven in cars and let off near the school by adults. The school is a small older building
nestled in the middle of an average neighborhood. Cars lined the side streets and there was
a steady stream of cars and people in the early morning rush. The school serves students in
grades kindergarten through sixth grade. This school makes use of every available space.
I noticed students’ jackets hung in the hallways on hooks and a resource room close to the
gymnasium where it can be noisy most of the time.
The Classroom
When entering the classroom I noticed the room was well lit with light blue walls.
When one walked into the room the first view was the windows which ran along one of the
walls in the room. The room was rectangular in shape and cluttered with many books and
materials. The desks were arranged in quads when I first arrived, but after the first school
holiday they were rearranged into two long rows in the middle of the room. On the east
end of the room were two computers and a printer. A long bookshelf served as a divider
where the children sat on a carpeted area for story time. This area was used for spelling,
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also. On the west wall of the room there were pictures on the wall the students had drawn.
There was a table near the wall where some of the students sat and read from books during
reading time.
Data Collection and Analysis
Each day I would observe and take notes. I moved around the room as children
moved about to do certain things in reading or writing. In the margins of notes I wrote
words and phrases to help me in my questions about the class. I followed up on these
questions by asking the teacher for her interpretation of what I had heard or observed. I
did this more to confirm what I had heard or seen while observing and that I was accurate
in my description. I corroborated with her to get the most valid points from the data and
not to misinterpret what had happened. The purpose of corroboration is to help researchers
increase their understanding and the probability of findings as they are credible or worthy
of consideration of others (Stainback & Stainback, 1988).
It was important for me as an observer and questioner to develop a rapport with the
teacher. I knew that I wanted to be taken seriously and to be seen as a professional. I
wanted the teacher to trust that the questions I asked were not to be taken as evaluations of
her teaching. At the same time I wanted her to be comfortable with me. Rapport was
easily established with Mrs. Gray. I found this teacher easy to talk with. She was always
willing to answer my questions and to tell me why she did something a certain way or if
this was based on her past experiences when teaching children. The ultimate credibility of
the findings depends upon the extent to which rapport, a relationship of mutual trust
between individuals, has been established (Lincoln & Guba, 1985).
After each day of being in the field I would type up my notes and questions. The
following day I would find the “right moment” when to ask a question. On some days my
questions would be answered right away. On other days, I stayed after school to talk with
the teacher and have my questions answered. After about four weeks of observing the
classroom routines and the students, I selected five children who I would interview. The
selection was based upon what I had observed of them as they wrote, read, and interacted
with others in the room.
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During the four weeks prior to my selecting these five students, I kept a running
record of events that would trigger my thoughts on each of these students in order that I
might focus on them individually. After I had selected these students I conferred with the
teacher on what my ideas were about these children. She agreed with my observations and
told me other things about each child that helped me know them better.
I kept an ongoing search through my fieldnotes and would examine them
periodically, searching for identifying patterns in the data that tied in or connected in some
way with whole language teaching and learning. As stated previously, I had some
preliminary questions I asked each of the students, but later as I observed more and took
more notes, my questions were about what was happening in the everyday reading and
writing events.
I searched for key issues and/or recurrent events in the data that later became
categories of focus. I stopped at this point and looked back at my starting point. I knew I
had some preconceptions about whole language teaching and learning and literacy
development. I had to make sure in my own mind that I was not being biased in any way
through what I was observing about this class of students and their teacher.
Coding the Data
I transcribed the observed data and interviews and began the coding process. I
coded the interview data separately from the observations. I kept a running list of words
and phrases and used small stickers which were all different in color to mark a certain spot
where repetition occurred or a pattern emerged. I kept individual files on each student and
the teacher, and when I coded an event I put the code in the file highlighted in color
markers. I knew it was important to search out the patterns emerging from the data.
Delamont (1992) discussed this task by stating, “The main analytic tasks are related
to establishing patterns or regularities in the data, and then cross-checking to make sure the
data are reliable and valid” (p. 158). Later I coded the data again and put both the
interviews and fieldnotes together. What resulted in the data was 20 initial codes which
were labeled as student choice, teacher choice, writing, reading, classroom environment,
verbal instructions/questions, student/teacher verbal exchange, praise, student/student
verbal exchange, sound effect/visual/audio, aides/volunteers, independent reading/writing,
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teacher reading tradebooks, teacher reading story, attitude, book selection, learning style,
listening, specific book titles, and favorite subjects. As I kept coding, several codes were
either rejected or collapsed into another. I then went back, read all the data again, and
decided upon 13 codes: student choice, teacher choice, reading, writing, speaking,
classroom environment, verbal instructions, verbal exchange, praise, sounds and visuals in
choral readings, independent reading/writing, tradebooks related to themes, and tradebooks
unrelated to themes. I then collapsed these 13 themes into four distinct main themes:
(a) environment, (b) learning, (c) instruction, and (d) self.
These four categories help describe the teaching and learning taking place in a
classroom where literacy development and the interaction between a teacher and five of her
students are the focus. The themes evolving from the students’ perceptions of reading and
writing are unique and diverse. In the following chapter I will present the five students and
their teacher in portraits.

CHAPTER IV
STUDENT AND TEACHER PORTRAITS
In this chapter I will present portraits of each of the participants. I selected these
particular students because of certain behaviors they displayed when reading and writing. I
focused on two of these students, Calvin and Andrea, specifically for their reading ability
and fluency, because they were the most verbal of the five students interviewed.
Calvin
As I sat in the classroom observing students reading and writing I noticed Calvin
right away. He was quite talkative and quick in responding to the teacher’s questions. He
seemed to be independent in the classroom and was sometimes the voice for others who sat
near him. He made good use of his time by completing all of his “seatwork” and would
volunteer his “services” to others in helping them complete their work too, even when the
“services” were not welcomed. He was intelligent, verbal, and conscientious about his
schoolwork.
What made me want to know Calvin more came about from an incident that
happened one day. The teacher was in the middle of a discussion, questioning another
student and trying to elicit an idea. Calvin blurted out the answer without giving the
student a chance. Calvin was reprimanded harshly by Mrs. Gray. Later, I discussed this
incident with Mrs. Gray. She said this was a problem with Calvin and had discussed his
behavior with his mother during parent teacher conferences. I observed Calvin for several
more days and decided he seemed to have so much he wanted to say; he would probably be
an excellent student to interview.
Calvin was seven years old and the youngest of two children, with an older sister in
the upper grades. His parents were divorced and his mother remarried. Calvin spoke of
visiting his father on weekends and vacations. Calvin was involved in activities outside of
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school and was a member of the Cub Scouts. He was looked at as somewhat of a leader in
his classroom. He had a sharp memory and could describe books in great detail. I
interviewed Calvin on two separate occasions. In the first interview I asked him questions
from a list I had previously typed. These questions were “ice breakers,” as I was in the
process o f forming a relationship with the participant, and knowing he was only seven
years old, I tried to keep the conversation easy to follow. The second interview was more
spontaneous with Calvin leading some of the conversation. The first interview is as
follows:
N:

“Do you read at home?”

Calvin: “I just finished reading James and the Giant Peach (Dahl, 1961). I read
this chapter book and it had 24 chapters and 188 pages; it was called James
and the Giant Peach, or I think it was 288 (pages), and I read that book in
just three days.”
N:

“Do you think being a good reader will help you in life?”

Calvin: “Yes, so you can read directions.”
N:

“What do you think good readers do?”

Calvin: “They read lots of chapter books.”
N:

“Is reading important to you and why is it important?”

Calvin: “Yes, you get more smart.”
N:

“What do you think you will want to be when you grow up?”

Calvin: “A banker.”
N:

“What do you think a banker needs to know?”

Calvin: “They need to know lots of math and probably reading and writing and
using computers. If I can’t be a banker I want to be a M cDonald’s person,
and all they need to know is how to make cheeseburgers.”
N:

“If someone wanted to give you something to use at home for learning
what would you ask for?”

Calvin: “I would probably say I would like books, money, and math books.”
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N:

“If someone wanted to give you something to use in school for learning
what would you ask for?”

Calvin: “I would like to have a calculator.”
[Fieldnotes]: In conversing with Calvin, I noticed he often talked about when he
played with a friend who owned a computer, and how he (Calvin) really likes computers.
N:

“Do you use the computers in school?”

Calvin: “W e ll. . . we used to play on the computer. When you’re done with
everything-then you could go on the computer or geosafari, until. . . but
now since we started a-a slide show . . . so when other people are done
then the people who haven’t done the slide show yet, she (teacher), Mrs.
Gray, would type in the picture and its name and the thing t h a t . . . and
everybody has to have an insect and they have to write about it.”
“N:

“Do you think you would like to use the computer more in school?”

Calvin: “Yes!”
This conversation about the insect slide show was Calvin’s idea of why he was not
getting a chance to work on the computer. I was aware of the slide shows the children
were working on, as his teacher had showed this to me one day after school. [Fieldnotes]:
Calvin said only five students have worked on the slide show. I found out through his
teacher the students were working on the slide shows, but for some it was not easy and
since Calvin was one of the students who completed his work quickly, he was one of the
first to complete the slide show. Calvin was now waiting for others to complete their
assignment so he could use the computer for other things.
Calvin does have some access to a computer through a friend. When he plays with
a neighborhood friend the two of them play solitaire or some other “kid games” on the
computer.
Calvin has an idea that he is viewed by his classmates as being a good writer. This
is affirmed, for example, when we were talking about writing.
N:

“Do you think you’re a good writer?”

Calvin: “Yes, because I don’t need the words spelled for me. Actually, other
people-they either ask me or Andrea to help them do words (spell) ‘cause
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we know them a lot, and sometimes the sheets with all the words . . .
(referring to word list) don’t have the words that they need, so they ask me
or Andrea or the teacher.”
[Observation]: The children seem excited to practice spelling words.
N:

“Tell me what you like best about spelling.”

Calvin: “I like it because people take turns, and if you are the first one done
writing (writing word on erasable slate), after teacher tells you the word,
then you raise your hand and she will call on you.”
N:

“Is it important for you to be called on?”

Calvin: “Yes, because I ’m a really great speller, and I try to beat Andrea to raise
my hand first.”
I wanted to learn more about the connection Calvin is making to writing from his
own experiences and those in the classroom activities. Our conversation is as follows:
N:

“Does it mean that you are writing good if you don’t have to look up the
words or ask the teacher for help?”

Calvin: “No. Not all the time.”
N:

“Tell me about some things you write about that you think is good
writing.”

Calvin: “We l l . . . it doesn’t really matter if it is not spelled right, but usually I
write about stuff I get--like if I go on trips I write about that or what I did
on the trips.”
N:

“What do you write about in school?”

Calvin: “Ah . . . I do a lot (voice intonation) of writing because first we do diaries,
sometimes we do response journals, and sometime we do ah . . . all kinds.
We make our story like we were doing in class.”
Calvin loves books! He remembers the first book he read and what age he was
when he read it. The conversation about books and reading at home is as follows:
N:

“Do you know how old you were when you started to read?”

Calvin: “Five.”
N:

“How do you remember that?”
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Calvin: “I was in kindergarten.”
N:

“Do you remember the first book you read?”

Calvin: “The Terrible Whatzit” (Gackenback, 1977).
N:

“Do you check books out of the school library?”

Calvin: “Yes.”
N:

“Do you ever go to the public library?”

Calvin: “Sometimes. But most of the time when I am bored and there is nothing to
do, or it is raining and I can’t play outside.”
N:

“How often do you read at home?”

Calvin: “I read every night. I read to my mother.”
N:

“What kind of books do you read with your mother?”

Calvin: “W e l l . . . mostly the backpack reading books from school.”
N:

“Tell me about the backpack books.”

Calvin: “You bring home some books and a sheet of paper and then you read some
books to your mom or dad like for 15 minutes, or even longer.”
N:

“Do you read chapter books or short books?”

Calvin: “I read shorter books sometimes, just to get more things on the sheet
(record sheet), but I prefer to read chapter books most of the time.”
N:

“Tell me how you go about selecting a book from the library.”

Calvin: “Well, first I . . . it’s . . . I look a t . . . I take a look at the pages and if
they’re colorful or if they’re black and white or not a lot of pages, then . . .
I probably would not pick it; but if it’s like a scary chapter book, then I’d
probably pick it; if it’s one of those romantic ones, I probably would not
pick i t . . . because I don’t want to read that.”
N:

“Do you ever look at the front of the book or at the illustrations?”

Calvin: “I usually haven’t because you usually can’t figure out one by the cover.”
N:

“So are you saying you never look at the cover or the illustrations?”

Calvin: “Well, I ’d probably just look at it and see if the pictures were cool and like
see if the chapters are long.”
N:

“Does it matter if the chapters are long or short?”
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Calvin: “Well, usually if they are really (intonation) long then I’ll only get done
with one chapter or two in one night.”
N:

“I see.”

Calvin: “I got a book called ... Blackpond Swamp. I ’m already on the eighth
chapter because it’s not that long.” (Not sure if this is a correct book tide.)
N:

“I see there are many books on the animal theme your class is studying.
How are you using those books for reading?”

Calvin: “I don’t know. We don’t ever use them, but we can read them if we
want.”
When I first entered the classroom many of the students expressed they wanted to
read to me. I asked each of the participants if they wanted to read aloud and make a taped
recording. They were excited about both of those ideas. I wanted them to select a favorite
book to read. Calvin selected two books, one titled Twenty Four Robbers (Rosenbloom,
1985). His second selection was Hot Peppers (Boardman. 1947). Calvin read fluendy,
with expression, and self-corrected. He retold the stories and made sense of what he read.
When he listened to his own recorded voice he thought he sounded, in his own words,
“kinda weird.”
Calvin was very demonstrative in expressing himself. He made sure when he told
you something that you understand. He used his hands, facial expression, and voice
intonation when he spoke. He was telling me about his love for puzzles and puzzle books.
He said the following:
I got this puzzle; it’s like an animal puzzle and it has all kinds of animals in it and
so, I like doing t h a t . . . and um . . . it has 300 puzzle pieces; but in this one puzzle,
it has little tiny, tiny pieces (voice intonation) to the puzzle and it might have 500
and it’s really, really tiny; it’s like (uses index and thumb to show a little size) that
big.
The second interview with Calvin was not as structured as the first. Calvin liked
talking to me and was not shy in expressing his opinions. Calvin was an independent
learner. He acted on his own and was responsible for his work. He did not wait for the
teacher to tell him what to do. He listened to instructions and if he did not understand, he
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asked the person next to him or the teacher. He anticipated that something would happen
next and liked to stick to a schedule.
Calvin preferred to learn by himself. He said the reason for this was because
“some kids just don’t get it right away.” He said he enjoyed learning through writing and
by “making things.” If Calvin were able to spend more time in a specific area of learning
he said it would be using the computer more for writing. If he could change something
about school he said he would like more math and math games.
I asked Calvin about attitude and what it meant to have a good attitude. He
responded by stating, “You have to keep trying even when you’re not good at it.” I kept
the questioning going by then asking him what he might tell someone else about having a
good attitude. Calvin said, “A good attitude will help people to like you more and you
would never get yelled at if you had a good attitude.” Calvin said he thought he had a good
attitude about school and if he were the boss he would give reward for good attitudes, such
as a toy storybook, and a reward, or just make little books.
Calvin’s classmates knew he was intelligent and that he was knowledgeable about
reading and writing. This was evident when I asked the other four child participants if they
could name someone who was a reader and writer, and they all mentioned Calvin. He was
well liked by his classmates because he was an excellent student and because he was nice to
everyone. He displayed good manners and temperament, all of which are good qualities to
have as a learner and member of a classroom.
Calvin loved books. He had favorite books and authors, and he read for enjoyment
and, I thought, sometimes for competition in the classroom. He enjoyed being able to tell
anyone who would listen his views on a subject, such as the latest children’s movie or
what he did over the weekend. One day I overheard him tell the boys sitting close to him
about the Renaissance fair he had attended in Minneapolis. He was sharing with them what
they did and the hotel they stayed in and so on.
Many times, as I observed him, I noticed he would begin working on an
assignment quickly, in order to have more time to read one of his many chapter books.
Much of the writing was routine, such as copying sentences from the easel in the front o f
the room. I noticed as soon as he copied his sentences and wrote a few of his own, he put
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his response journal away and took out one of his books from his desk and began reading,
totally immersed in the story. Mrs. Gray would sometimes need to tell him to put his book
away because they were going to be starting a new assignment.
Dan
Dan was new to the school but not to the area. He had transferred in mid October.
He often talked about his old school and how he really liked his old teacher. He was not
present when handed out the parent permission slips. I made a phone call to his mother
and received permission, over the phone, to interview him. His mother said she was
happy he was being asked to be included in the study.
Dan was polite and easygoing. He never got into trouble in school. On one
particularly noisy day in the classroom, I noticed Dan stood in line quietly and tried to make
fidgety, noisy children quiet down. Dan was only seven years old but seemed more mature
in his mannerisms than many of the children. This maturity is what drew me to want to
interview him, along with the fact that he was still trying to fit into this new environment.
In the first interview Dan was shy and did not make eye contact but looked down at
the table. In the second interview he was more talkative. The first interview is as follows:
N:

“Do you read at home?”

Dan: “Yes. I like shark books from the library, and sometimes I read to my
sisters.”
N:

“Are your sisters younger than you?”

Dan: “All my sisters are older except one.”
N:

“Do you think being a good reader will help you in life?”

Dan: “Yes. It will help you when you grow up.”
N:

“What do you think good readers do?”

Dan: “They read lots of books and sound words out.”
N:

“Is reading important to you and why is it important?”

Dan: “Yes, because it’s fun to learn.”
N:

“What do you think you will want to be when you grow up?”

Dan: “A football player.”
N:

“What do you think a football player will need to know?”
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Dan: “They need to have talent, be physical and be fast.”
N:

“Is there anything else they need?”

Dan: “They have to be able to read about football, because you have to learn how
to do plays in the game.”
N:

“If someone were to give you something to use at home for learning what
would you ask for?”

Dan: “You mean like anything?”
N:

“Yes, anything.”

Dan: “I would like to have a computer.”
N:

“Why is that?”

Dan: “I could use it to write and read.”
N:

“If someone were to give you something to use at school for learning what
would you ask for?”

Dan: “A computer.”
In the second interview Dan seemed more relaxed, and the interview covered
several topic areas. The conversation is as follows:
N:

“Is there something special you enjoy about reading?”

Dan: “I like all the neat pictures.”
N:

“Do you have a favorite book with neat pictures?”

Dan: “I read a book called Brave Daniel.” (It is not known if this is a real title.)
N:

“Do you remember what the story was about?”

Dan: “It was about a boy who did a lot of brave things.”
N:

“Are you reading some of the books on your theme study?”

Dan:

(Looks confused . . . then answers) “Oh, we read about dogs.”

N:

“What do you like to write about?”

Dan: “I like to do projects.”
N:

“Can you explain what you mean by projects?”

Dan: “In my other school, the class worked on a project. We wrote about what
we knew about it already and what we found out about later.”
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N:

“In this school now, your new school, what have you been doing in
writing?”

Dan: “I write messages to my mom and she writes back” (parent response book).
N:

“Do you remember how old you were when you first started to read?”

Dan: “I was in first grade.”
N:

“How do you remember it was first grade?”

Dan: “Because we used to read a red book, green book, and yellow book.”
N:

“Do you have a favorite author or a favorite book?”

Dan: “I can’t think of a favorite author.”
N:

“How about a favorite book?”

Dan: “I liked the book The Monster Under Mv Bed” (Gruber, 1989).
N:

“Why did you like that book?”

D:

“It’s scary and I like those books.”

N:

“Now I know your favorite book. Do you have a least favorite book?”

Dan: “I don’t like Borris.” (Christmas with Borris and M orris. Wiseman, 1983).
N:

“Why didn’t you enjoy Borris and Morris?”

Dan: “Because it was boring and because it’s not really like challenging me. It
w asn’t too hard.”
N:

“Could you explain what you mean when you say it wasn’t too hard?”

Dan: “It was too easy to figure out.”
N:

“If you could tell someone about reading what would you say?”

Dan: “Sometimes it’s real boring. And then when you’re really interested and into
it-som ething like always happens. And you have to stop.”
N:

“What do you mean by something always happens and you have to stop?”

Dan: “Oh . . . like you have to start to do something else or you have to go to
somewhere else like gym or music.”
N:

“Do you have a choice about picking the books you want to read?”

Dan: “No, not really. I like to pick my own books.”
N:

“Do you go to the public library for books?”

Dan: “N o.”
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N:

“Do you read with other children in the class?”

Dan: “I like to read with Calvin and Nick.”
N:

“If you are reading by yourself and you come to a word you don’t know
what do you do?”

Dan: “I usually try to sound it out.”
N:

“What if sounding it out does not help you?”

Dan: “Then I skip it and keep reading.”
N:

“Do you do anything else?”

Dan: “No, not really.”
N:

“What is your favorite subject in school?”

Dan: “What does that mean?”
N:

“Oh . . . like reading, math, social studies . . .”

Dan: “I like science.”
N:

“You like science?”

Dan:

(Nods).

N:

“Do you every read any books on science?”

Dan: “I never found any yet, but I like science; it’s neat. Like when you make
volcanoes and . . . all kinds of other things.”
N:

“Do you do activities in school about science?”

Dan: “One of our teachers (field experience student) did a science experiment with
us.”
N:

“What was it about?”

Dan: “It was about molecules.”
N:

“Did you enjoy learning about molecules?”

Dan: “We did an experiment with water and food coloring and how molecules
move things.”
I wanted to find out more about Dan’s writing. He said he liked projects but never
really said much more. This is what he had to say about his favorite writing and how he
starts to write:
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N:

“What are your favorite things that you like to write about?”

Dan: “Um . . . dogs.”
N:

“Do you have a dog of your own?”

Dan: “No, but my grandma does. I used to have a dog, but he got stolen.”
N:

“Tell me about writing. When you begin to write a story, how do you
begin?”

Dan: “If I was going to write about a dog, I would probably s a y . . . ‘When I was
a little boy my grandma had a dog.’ O r . . . ‘I used to have a dog but he got
stolen.’”
N:

“When you write do you write about things you know about?”

Dan:

(Nods his head).

N:

“What is something that you would find easy to write about?”

Dan: “About myself.”
N:

“Why is that?”

Dan: “Because I already know me and I already know what I do, like when I was
a little kid. It would be hard to write about someone else, when they were a
little kid ‘cause they . . . ‘cause you don’t know them.”
N:

“I have a few more questions for you, Dan. Can you tell me what it means
to have a good attitude?”

Dan: “That means when you are willing to try.”
N:

“Is that important when you are learning?”

Dan: “Yes, because you can learn more.”
N:

“Do you feel that you have a good attitude?”

Dan: “Yes, because I like school.”
N:

“How would you tell someone to have a good attitude?”

Dan: “I would tell them to be nice.”
N:

“What is the best way that you like to learn? By this, I mean do you like to
learn by yourself, in groups, or by reading or writing about a topic?”

Dan: “I like to learn in groups because we take turns and there is no fight.”
N:

“Is there someone who you feel helps you to learn at home or in school?”
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Dan: “My friend, Nathan, because he is a good friend and we read together
sometimes.”
Dan was one of the two children I observed who browsed through the many books
on the animal theme. Dan selected a book about wolves to read to me. Dan read fluently,
retold the story, and was able to discuss the story in good detail.
One afternoon when the students were engaged in an art activity, Dan came to me
and asked if I wanted to see what he had made. He showed me his project that he made
with colored sand and a glass jar. He said, “Can you see the windows?” I said maybe I
would have to look at it more from a distance but that it was great that he could see that in
his creation. He added, “And there is the sun and flowers too!” He had a keen sense of
imagination.
Dan showed respect for his teacher and the other adults in the classroom. Most of
the time Dan called me “Miss” and hardly ever “Mrs. Tepper.” He always raised his hand
when he wanted to ask a question. I asked him about this, and he told me when he was
going to school “down south” children had to speak to their teacher by calling them Mrs. or
Mr., and you hardly ever got out of your desk without asking for permission. I thought
about this and wondered if this would change as he became more familiar with this class of
students and his new environment.
Dan was doing his best in school but had a problem with getting to school. I
observed that he was absent for nearly a whole week. Mrs. Gray said she thought this
happened periodically because the school did not provide busing for students and he lived
far from the school. Mrs. Gray said she noticed he did not have snow pants or boots and
she was reluctant to let him go outdoors for recess when the weather was very cold. His
mother, according to Mrs. Gray, bought him tickets to ride the city bus. D an’s mother is
really struggling to keep the family together and there is a shortage of money; this is the
reason for Dan being absent quite often.
Andrea
I noticed Andrea the first day I met the class. When I spoke to the whole class
about the parent permission letter (see Appendix B) she raised her hand and asked if she
would be reading to me. I said it was possible. Later when I asked Mrs. Gray about this
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she revealed that she had told the class I might be asking some of them to read a book to
me. Andrea was the first student I selected to interview. In getting to know Andrea better,
I did something with her that I did not do with the other participants. It seemed important
to her that she be allowed to read a book of her choice to me. So in our first meeting
Andrea brought one of her favorite books to the carpeted area and read a few pages before
we began the first interview. Her need to read to me was the main reason I selected her.
She wanted to discuss books and authors and was excited to be asked to participate in the
study, claiming it would be good for her to be interviewed because she was shy. If she felt
shy on the inside it did not appear that way on the outside, as she was talkative and knew
exactly what she wanted to do in school. Andrea and I developed a rapport rather quickly,
and the first interview questions are as follows:
N:

“Do you read at home?”

Andrea: “I read every night with my mother. I usually read one of the Little House
books by Laura Ingalls Wilder” (series of books by same author).
N:

“Do you think being a good reader will help you in life?”

Andrea: “Yes. I think reading will help because there is a lot of things I will want
to know about, a lot of information.”
N:

“What do you think good readers do?”

Andrea: “They read a lot at home.”
N:

“Is reading important to you?”

Andrea: “Yes it is and I do it a lot, but I don’t know if it’s important to anyone
else.”
N:

“What do you think you will want to be when you grow up?”

Andrea: “I think I would like to be an author/illustrator.”
N:

“What do you think an author/illustrator needs to know?”

Andrea: “O f course I know I will have to practice my drawing, but I know I can
write stories because I already wrote a book at home. It’s called “The
Princess Who Lost Her Crown.”
N:

“If someone were to give you something to use at home to help with
learning what would you ask for?”
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Andrea: “I would want a big book with space on the bottom so I could draw
pictures.”
N:

“If someone were to give you something to use in school to help with
learning what would you ask for?”

Andrea: “I would probably want my own computer because I could write and
draw with it.”
During the second interview Andrea and I discussed many topics connected to
reading and writing. The interview is as follows:
N:

“Do you remember how old you were when you first started reading?”

A:

“I was five years old and I was in the middle of kindergarten.”

N:

“Do you remember the first book you read?”

Andrea: “It was Bunnv Trouble (Wilhelm, 1945). And I read More Bunnv
Trouble” (Wilhelm, 1945).
N:

“Do you remember what the first story was about?”

Andrea: “There’s this boy and a bunny and the boy has a little sister. His mother
tells him to watch her . . . and she keeps bothering him when he’s
painting Easter eggs, and then . . . she gets lost; but the other story, More
Bunnv Trouble, is when the boy just likes to play soccer and he’s . . . he
keeps kicking the ball and it breaks the eggs and then one day, I mean at
nighttime, the boy, he . . . gets caught by a farmer and he . . . his mother
got worried that night and he still was gone in the morning.”
N:

“What are you reading now?”

Andrea: “I am reading Little House on the Prairie (Wilder, 1945) and Betsv
Books” (Haywood, 1939). (Wilder and Haywood books are a series of
stories.)
N:

“Do you go to the public library for these books?”

Andrea: “No, not much; most of my books are from school.”
N:

“What do you think good writers do?”

Andrea: “They write a lot at home.”
[Observation]: Andrea read a book after she completed her seatwork.
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N:

“I noticed you always have a book in your desk. Do you like the
adventure stories that you have been reading?”

Andrea: “Yes, I do.”
N:

“Do you think you’ll always enjoy these books?”

Andrea: “Probably not, because even though I ’ll still like them, I ’ll maybe like
them in a different way.”
N:

“Let’s talk about writing. Can you tell me what you have been writing
about this year?”

Andrea: “I really can’t think of anything.”
N:

“Think about your day and when you write—what do you do?”

Andrea: “We write during morning mostly because we write in our diary and
journals.”
N:

“Do you like writing?”

Andrea: “Yes.”
N:

“You said said before that you didn’t really know about writing this year.
Can you explain that to me a little more?”

Andrea: “We l l . . . I do like writing; but sometimes I just really want to write, but I
get so many words in my head then I kind of don’t get a l l . . . most of the
time, everyday I have so many sentences I want to put in my diary. And
then . . . I write it kind of f a s t . . . then I lose all my sentences that I want
to write, so it kind of gets confusing.”
N:

“If you could do more in reading and writing what would you want to
do?”

Andrea: “I would like to do more writing and read more interesting books. Some
of the books we have for themes I don’t like. They are mostly just too
easy to read and too boring because I like chapter books.”
[Observation]: I noticed several students frowning or disappointed looking when
they are not called on to spell their work for the teacher. I noticed on more than one
occasion Andrea looking a little sad.
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N:

“Can you tell me about spelling and how you are selected to spell the
word you are practicing?”

Andrea: “W e l l . . . mostly we sit in that area (points to carpeted area), then Mrs.
Gray, she gives us a word; then we write it. If you’re done, you raise
your hand.”
N:

“So whoever raises their hand first will be called on first?”

Andrea: “We l l . . . mostly Mrs. Gray just picks someone, but out there (points to
desk area) when we do a spelling test it’s whoever she sees first. She
w on’t pick kids who say, ‘Me, me. Pick m e.’”
N:

“Do you think it’s important to be called on to spell?”

Andrea: “W e l l . . . most of the kids say, ‘I was first’; and she (teacher) says we
shouldn’t do that and she’ll pick us.”
N:

“Okay.”

Andrea: “I can’t really tell if it’s important, but it is important for them to spell.”
N:

“Do you like to raise your hand up first?”

Andrea: (Smiles and nods her head). “I like spelling! If my hand’s up first and
I’m like that for three times in a row and she just picks on the next person
who didn’t .. . who really w asn’t done first, then I get sad.”
N:

“How does it make you feel when you aren’t selected to spell, after your
hand had been up for a long time?”

Andrea: (Eyes downcast). “I kind of feel really bad because I like to spell a lot,
but sometimes she just lets us say who didn’t get a turn. Sometimes our
other teacher (field experience student) will keep going—keep saying
words so that everyone gets at least one turn.”
Andrea said on the first day of school they (students) just had spelling words.
Andrea remembers they all had to write 31 words, and they took home a spelling list. The
teacher told them it did not matter if they spelled them all correct, but they should study the
words at home (see Appendix C).
N:

“Can you tell me how you like to learn? By this, I mean do you like
doing things by yourself or with others?”
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Andrea: “I like to learn by myself sometimes. Like when some kids are doing
math they might say, ‘Copy mine’; but I like to work by myself because
they might have it wrong and then I ’ll get it wrong too; that’s why I like to
work by myself, but not all the time, because it would get boring and stuff
would get harder in different grades.”
Andrea was a polite student. She would not blurt out answers; instead she waited
patiently to be called upon. I noticed several times students asking Andrea for answers or
for help with an assignment. Andrea was glad to help them. She would first probe them to
try to think of something themselves or she would ask them a question. She never gave
anything away without making the other person think about it first. Andrea thought if
someone had a good attitude it meant they did not smart off to the teacher and to be a good
sport. She also thought a good attitude was important because it made school more fun and
easier. She believed she had an excellent attitude. She concluded by saying, “It’s hard to
get a good attitude and especially when it’s so close to Christmas, and Santa Claus could
give you a rotten potato peel.”
Andrea is a fluent reader. She is serious about her role as a learner and uses her
time in school to do her very best work. She is responsible, patient, and kind to her
classmates. Andrea read a short story about a dog to me. This was of her choosing. She
retold the story and made comments throughout the story and added her own version of
what she thought could be a better ending.
Kate
Kate is quiet. She oftentimes does not finish her morning writing because she does
not make the best use of her time. She does not bother other students when they are
working, but instead just sits and looks around the room or fiddles with her comb and hair
accessories. Sometimes she would whisper to a student sitting next to her. Some children
are quiet but still work and finish assignments. This was not the case for Kate. She
seemed to like school but did not accomplish much in the way of writing. Mrs. Gray said
she was a daydreamer and thought she might have a learning problem.
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Kate seemed pleased when I asked her if I could interview her. She did not act
oveijoyed, like Andrea, but smiled. I interviewed Kate twice and it was at times difficult
to get her to open up or say more in the discussion. The first interview is as follows:
N:

“Do you read at home?”

Kate:

(Nods her head).

N:

“Can you tell me what kind of books you read at home?”

Kate:

“Green Eggs and Ham” (Seuss, 1960).

N:

“Do you think being a good reader will help you in life?”

Kate:

(Shrugs her shoulders).

N:

“Is reading important to you?”

Kate:

(Shrugs her shoulders).

N:

“What do you think you will want to be when you grow up?”

Kate:

“I want to work in a store.”

N:

“What do you think you’ll need to know to work in a store?”

Kate:

“I don’t know, give change back and put stuff on shelves maybe.”

N:

“If someone were to give you something to use at home for learning what
would you ask for?”

Kate:

“I would want lots of books, eight books, Dr. Seuss books like Green
Eggs and Ham, because he has good stories.”

N:

“What about school? What would you want for school learning?”

Kate:

“Books.”

N:

“What do you think good readers do?”

Kate:

“They probably practice a lot like Calvin and Andrea.”

N:

“Is reading important to you?”

Kate:

“Yes.”

N:

“Do you have a favorite author?”

Kate:

“I like Eric Carle.”

N:

“Do you know what books he has written?”

Kate:

“N o.”

N:

“What is your favorite story?”
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Kate:

“Green Eggs and Ham.”

N:

“Are their stories that you do not like?”

Kate:

“I don’t like chapter books because they are too boring and they are so
long.”

N:

“Do you know how old you were when you first started to read?”

Kate:

“First grade.”

N:

“Do you remember a favorite book?”

Kate:

“No, I don’t; but I remember the teacher taught me how to read.”

N:

“When you are reading and you come to a word you do not know, what do
you do?”

Kate:

“I sound it out or I put a finger in between the word or I ’ll just ask my
grandma.”

N:

“How do you like to learn? By this, I mean do you like to learn with a
small group of students or by yourself or any other way?”

Kate:

“I like to learn with people.”

N:

“Can you tell me why you like to learn with people?”

Kate:

“I don’t know; I just do.”

N:

“Can you tell me what it means to have a good attitude?”

Kate:

“It’s like when you get up in the morning and you’re in a good mood.”

N:

“Is it important to have a good attitude?”

Kate:

“Yes.”

N:

“Can you say why it would be important?”

Kate:

“No.”

N:

“What would you tell someone else about a good attitude?”

Kate:

“I would tell them to be nice.”

Kate read two short stories to me: Green Eggs and Ham (Seuss, 1960). This is
her favorite storybook. She also read Fire Fire Said Mrs. McGuire (Martin. 1916). Kate
read fluently from both of these books. She really does like books that are predictable and
have a repetitive pattern and seems more at ease with this type of literature. She is a child
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who never said much in school to get into any trouble or to be a visible member of the
class.
One day I concentrated on just Kate, watching her and those close to her to observe
her interactions and reactions. She never volunteered an answer or chimed in to talk about
an assignment. She waited for direction and then had a difficult time starting and
completing her seatwork.
[Observation]: I watched Kate at her desk. She would write one or two words,
very carefully, then put her pencil down and watch other students but never saying
anything. Mrs. Gray told her to get busy and finish her work!
Kate does love drawing. She had many markers and crayons in her desk. She
sometimes opened her desk and took all of her markers and crayons out to reorganize them,
even though she had work to complete.
Kate’s grandmother is a retired teacher and is an important part of her life. Kate’s
grandmother keeps Kate and her little sister after school, and it is clear that the grandmother
is very devoted to her.
Billv
In my observations of Billy, I found him to be a person who could do great work,
but seemed to be looking for approval from the adults in the room before he attempted and
completed work. On more than one occasion I observed him following directions. After
hearing the directions from Mrs. Gray on how to do an assignment, he would sometimes
look around at his classmates and check what they were doing. He had good ideas but
stalled when he tried to put them down on paper. I asked Mrs. Gray to tell me what she
thought Billy was doing in class and if there was anything I should be aware of concerning
him. She said he was held back in first grade, and after the parent teacher conferences it
was decided that he would go back to the reading specialist for help. From the parent’s
perspective, when Billy reads at home with his mother and comes upon a word he does not
know, he stops and will not read further; he becomes frustrated.
I thought about Billy and wondered what he would think when I asked him to be
interviewed. With so many people doing things for him and worried about his progress, I
knew I had to explain clearly to him I was not evaluating his reading or writing. I made
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him aware that I was interviewing other students, such as Andrea and Calvin, and I was
not comparing reading.
In the first interview Billy seemed at ease right away, and the questions I asked him
are as follows:
N:

“Do you read at home?”

Billy:

“Yes, I read with my mom sometimes.”

N:

“Is reading important to you?”

Billy:

“Yes.”

N:

“Do you think being a good reader will help you in life?”

Billy:

“Yes, because when I grow up . . . when I get the bills I ’ll have to know
how much it is. If I want to order something, I ’ll have to know what it is
and how to drive.”

N:

“What do you think you’ll want to be when you grow up?”

Billy:

“I want to be a pilot, like my dad.”

N:

“What do you think pilots need to know?”

Billy:

“Pilots have to go to school. They do lots of reading and my dad has to test
fly, and they have to make sure they are not going to puke when they are
flying.”

N:

“How do they make sure that they don’t?”

Billy:

“We l l . . . they have to go in this one machine and it like makes them go
around and around in circles and stuff.”

In the next interview we talked about reading and writing and other important
subjects. The conversation is as follows:
N:

“Do you like reading?”

Billy: “Yes.”
N:

“Who is your favorite author?”

Billy: “I don’t have one, but I like the bears books and The Foot Book (Seuss,
1968).
N:

“Can you tell me what The Foot Book story is about?”
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Billy: “It’s just about like how you learned your left and your right. I can, I
guess, . . . remember it because I ’ve read it so much.”
N:

“Are you reading any of the animal theme books?”

Billy: “Nope.”
N:

“Why aren’t you reading those books?”

Billy: “I ’m still looking.”
N:

“How do you select a book to read?”

Billy: “I look at the cover first, then I open it up and I ’ll try to read the first
sentence. If I can’t, then I put the book back.”
N:

“If you are reading and come to a word you don’t know what do you do?”

Billy: “I sound it out and then I look at the picture clue.”
N:

“If there weren’t pictures, then what would you do?”

Billy: “I would go to the beginning where I started and reread it over again.”
N:

“Do you think you are a good writer and reader?”

Billy:

“I ’m not really good at reading, but I need . . . practice. I ’m a good
writer.”

N:

“How do you get practice?”

Billy: “By reading more.”
N:

“Is their anything else beside practice?”

Billy:

(Looked confused).

N:

“If you know of anyone who you think is a good reader, what do you think
they do?”

Billy: “I know two people, Calvin and Andrea. Andrea . . . w e l l . . . she started
out in reading when she was in kindergarten. I can tell Calvin is a good
reader because when he gets stuck on words sometimes, he still reads--he
doesn’t get mad.”
N:

“What is your favorite time in the school day?”

Billy: “I like math. It’s fun.”
N:

“Tell me what you mean by fun.”

51
Billy: “It’s fun to talk with each other when you’re on a problem to figure things
out.”
N:

“So you like to talk with people when you’re learning?”

Billy:

(Nods his head).

N:

“Can you tell me any other ways you like to leam?”

Billy:

“I like to listen first. I like to leam with others too, because if I leam
something first, then I can tell them if they did something wrong.”

N: “Is there anything you would want to change about your school day or at
home?”
Billy: “I would want a computer at home because there is a lot of cool stuff I could
do on the computer, lot’s of stuff to go into. I would probably read more if
I want to change something in school.”
N:

“This next question, Billy, I asked all of the other children, too. I want to
know what you think the word attitude means?”

Billy seemed confused about this question and tears welled up in his eyes; then he
said, “There’s a lot of stuff I don’t know, and when I don’t know something I do that same
thing that other kids d o -I ask someone who I think can help me.”
I paused here and gave him a few examples of what the word attitude meant. He
understood and then said, “Well then, I have a good attitude!” I told him he most certainly
did.
N:

“Now that you know what a good attitude is, Billy, what do you think you
would tell another student about the word attitude?”

Billy: “W e l l . . . there’s this one kid in my class; he fools around and doesn’t
listen to the teacher, so he is doing bad. I would ask him to stop and to
listen to the teacher.”
Billy enjoyed reading to me and read fluently from his favorite story. When I
replayed the tape to let him listen to his recorded voice he said his voice sounded “way
cool.” Billy had good ideas about reading and writing but struggled to make them known
and to practice them. He lacked self-confidence. He always needed to check other
students’ work to make sure he was doing his work right. He did not trust his own
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instincts. A critical issue emerged from the interview is that he said, “A good reader does
not stop reading when he comes to a word he does not know.” Yet, when speaking with
Mrs. Gray, she said this was exactly what Billy’s mother said he was doing at
home—stopping and being frustrated. I thought about this and wondered how Billy would
ever learn to act on his own good intuition if others kept him thinking that he needed help.
Mrs. Gray
I interviewed Mrs. Gray twice. The first interview was about her educational
background and experience. Mrs. Gray attended a rural school from first through sixth
grades. She considers this one of her most valuable experiences. She continued her junior
and senior high education in a rural area. She received a scholarship and attended a state
teachers college, receiving a teaching certificate. Mrs. Gray taught in a two-room school,
teaching grades 1-3 in one room and 4-8 in the other. She also taught grades 1-8 for three
years in a rural school.
After her children were school age, she started working as an instructional aide for
the school district in which she still teaches. She worked as a teacher aide for three years,
and it was during this time that the principal of her school encouraged her to go back to
school. She attended a local college for a year and a half plus two summers and graduated
in the mid 1970s with a B.S. in Elementary and Special Education. She taught in a
resource room at two different schools. She returned to the school in which she was an
instructional aide as a first and second grade combination classroom teacher; then another
move within the district found her teaching grade three and then second grade where she is
at this time. She also taught reading and art during the summer months for about 10
weeks.
Mrs. Gray describes her preference of grade levels in this way:
While teaching in a rural school, I enjoyed my seventh and eighth graders the
most. I liked the curriculum and their interest in learning. After having my own
children, I understood the younger ones so I started to become really interested in
them and have enjoyed all the levels I have taught. I like the curiosity and
eagerness to learn of the second graders.
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I noticed many adults in the room; some days there were more than other days and I
wrote this in my observational notes.
[Observation]: It seemed on any given day one can find at least two or three adults
in this classroom. There is a foster grandmother who instructs a reading group every
morning, an education student who is doing a field experience, volunteers from sororities,
a tutor for one of the minority students, and off and on volunteers from other
organizations. The only three who are constant are the foster grandmother, education
student, and tutor.
N:

“You mentioned you liked having the extra hands in the room such as
the foster grandparent and other volunteers. Do you feel you and the
children might benefit from having a permanent teacher aide in the
room? How would this help your teaching?”

Mrs. Gray: “I think the children benefit the most from having the extra help in the
classroom. They get more individual or small group attention and
help. Of course this is also a great help to me, as then we have more
people to read to, help with math, computers, playing learning games,
or help with any project we undertake. I have sixth graders help with
spelling tests, as each student is on their own individual spelling list.
I also have a lot of second grade students as helpers in the classroom.
They are now able to give each other spelling tests and practice
reading to each other. I will teach a small group an art project and
then let them (students) be helpers for the rest of the groups. Those
who need help in reading or math are sometimes very good at art or
computers. I really enjoy the expertise and help from volunteers such
as Adopt-A-School (local university sorority members), Foster
Grandparent Program (school program for elderly volunteers), and
field experience teachers (preservice students from a local
university).”
N:

“What do these people have to offer your class in the way of
learning?”
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Mrs. Gray: “They can teach to a small group and they in turn can teach the others.
With 25 students I can’t possibly teach all the students each of these
things (we wouldn’t accomplish much), and the best way to learn is
for them to teach someone else. Sometime the information or
background knowledge they receive from these people is invaluable.”
Mrs. Gray thought about a foster grandmother who had been with the school for 15
years. Mrs. Gray gave an example of how these elderly were accepted in the school:
Mrs. Gray:

“She (foster grandmother) talked and talked. They (the class) would
be reading a story and soon the foster grandma would be explaining
something in the story about how it was when she was a child. The
children were interested in her and were spellbound when she began
to tell a story. Sometimes I used to want to say, ‘Stop telling them all
the answers,’ but I never did. The foster grandmother would say, ‘I
was vaccinated with a phonograph needle you know’” (meaning she
had lived a long life).

Mrs. Gray continued on the subject of the value of that particular foster
grandmother, saying how the school was an important part of her life and she loved the
students dearly and gave them so much special attention.
Mrs. Gray thought a permanent teacher aide would be an asset in any class for
many of the reasons she had previously stated. She said, “A permanent aide would
become familiar with the routine and be able to share in more of the teaching, planning, and
evaluation of students.” Mrs. Gray felt that the classroom aides would be paid for their
work so perhaps they would feel more responsibility than a volunteer and be in the
classroom for a larger amount of time. Having an aide in the classroom, according to Mrs.
Gray, would give her more time to devote to students who were having difficulty.
During the second interview I questioned Mrs. Gray more about language and
learning and the classroom environment and how the topics for theme study were
determined. She said, “In the beginning of the year they (children) discussed what kinds
of things they wanted to study and one of the ideas was dinosaurs.” Mrs. Gray agreed that
it would be a topic to be learned about but later in the year. The students also had another
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preference for theme study, which was on Space, and Mrs. Gray decided that too would be
later in the year because the concepts were harder. The first theme was on insects, the
second on monsters, and the third on animals. Four of the student participants expressed
interest in computers, and there were three computers and two printers in the classroom. I
asked her at what time in the day did the children have access to them.
Mrs. Gray: “We l l . . . some depends on what w e’re doing at the time. Right now
they’re (students) doing insect reports and there is one set up
(computer), but we didn’t get to it—I mean” (we walk to the
computer area).
She shows me exactly what Calvin had been talking about (the slide show on insects). She
says, “Not all of the children have completed this yet, so it depends on how they complete
their work first.”
N:

“What would you tell a parent whose child was struggling with
reading/writing about helping them at home?”

Mrs. Gray:

“I would tell them to pick anything, it doesn’t have to be a book . . . it
can be a song or a poem or whatever the child wants to read . . .
comics or anything, and try to get them to read that and sometimes if
they can . . . ah . . . kind of make it fun . . . to try to figure out what
words are, even if they are in isolation, like on a cereal box or on the
television or in the newspaper or whatever, and maybe sometimes if
they could pick out what it might be . . . to get them started that way,
and see if they figure out some (words) than can’t be sounded out,
and then give them (children) lot of praise for that, and of course there
are a lot of words that can’t be sounded out; but you can’t get them all
from the context, sometimes in reading, because sometimes there are
words that don’t have context around them.”

N:

“Who are your favorite children’s authors?”

Mrs. Gray:

“Oh golly, I ’ve got so many . . . I like Sendak and Kellog and Bill
Martin.”
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N:

“One of the students had mentioned Bill Martin. What has he written
that is popular among children?”

Mrs. Gray: “Ah . . . he’s written like . . . one of his oldest books is Brown Bear.
Brown Bear” (1961).
I wondered if there was an incident or an event in Mrs. Gray’s life which
influenced her to consider using tradebooks or to implement a theme study as a way to
teach children. Mrs. Gray said she was influenced by a person named David Booth, a
Canadian she met while attending a conference in Winnipeg, Canada. She thought he was
one of the most wonderful speakers she had heard. He has written some books for
teachers on language development.
I wanted to know the importance of his views and how they influenced her
philosophy. I asked her what she thought his views on whole language were. She replied,
“He (Booth) tries to make a point that teachers do not need to do an activity with every
book, or every story, and children do not always have to write or draw for every story;
some stories are just to be read for enjoyment.”
N:

“Do you view whole language as having changed the views of
teachers?”

Mrs. Gray: “Well, I think some people will probably never go back to teaching the
way they did before. I think people thought that in whole language
you did not teach skills. It’s more than skills; it’s more like starting
with the whole, like the whole story, and enjoying the story and then
breaking things apart and doing something with it, or using it for a
model or whatever.”
N:

“Has your own teaching changed over the years as you become
interested in whole language teaching?”

Mrs. Gray:

“Well, it’s changed probably as I use library books or real books
rather than a basal, although we do use them sometimes. But, it’s not
all the time. It might be a day when there’s a good story in a basal on
what we are studying about. We read about monsters from a basal
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because we were studying a unit on monsters. It’s (teaching) changed
more so, just as far as the material I now use.”
I tried to engage Mrs. Gray to discuss the subject of classroom environment and
how this can promote literacy development. She thought books and many of them in the
room were a good idea. She did not seem interested in discussing this much more.
I wanted to know about the classroom arrangement, as I had observed in the
beginning of the year the desks were arranged in quads and after a long school break had
been rearranged into four long rows, with two rows facing each other. Mrs. Gray brought
up her past experience when teaching in a country school and not having choices about
desk arrangement. She said, “In the country school the desks were all bolted to the floor,”
and even though her new arrangement still put the students in rows, they were facing each
other, which she thought was better.
The conversation turned to writing. Mrs. Gray thought the students were writing
more today than in the past, because they now used notebooks and wrote stories. It used
to be students were using workbooks and only had to fill in the pages. Now, she thought,
students do different kinds of writing such as writing letters and writing in diaries. The
children in her classroom used the diary to get their thoughts down on paper. Mrs. Gray
said, “Another way to write is something called a ‘quick write’”; the student wrote for
about five minutes, and when done in her class she said she gave the students a topic.
When I asked Mrs. Gray what she would do if she had one extra hour in the day to
use as she saw fit, she replied, “W e’d probably do more reading, because my day -th e way
it is scheduled--we don’t have enough time to spend on reading.” She told me she had two
groups of students going to the reading specialist, and by the time the groups came back to
the classroom one entire hour was gone.
I wondered how Mrs. Gray assessed the students’ progress. She said she did a
number of things; she examined their response journals, the parent response book, and she
listened to her students read.
At the end of the second interview I asked Mrs. Gray if she thought she had a
“typical class.” She said, “Probably not,” because this year she had a large number of
lower students than usual. She felt she had three or four students who were really having
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problems and were at the beginning of the first grade level when they entered her class. I
asked her if she felt she was truly teaching from a whole language perspective. She said,
“Well, some people may not think so, but I have so many low kids this year.” I asked her
to give me an example of what low meant to her. She said in the beginning of the year the
class was given a test. She gave me a copy of the test results (see Appendix D). There
was a wide range of scores in the class, and Mrs. Gray felt with scores so low that she had
better work with the lower students on phonics and try to get them to read and write.
Summary
I learned through these interviews that children in a class as diverse as this one
came to the learning environment with a range of background knowledge about books,
authors, ideas, attitudes, and needs. A commonality these students shared was that they
wanted computer access and to be able to use the computer for reading, writing, playing
games, and drawing. Another commonality was that these students did not read the books
made available to them by the teacher for theme study. The children who were finding
success with reading and w riting-Calvin, Dan, and Andrea—were self-motivated. They
took things in stride and made the best from whatever situation arose in the classroom.
There were also connections to home/school and economics that made a difference
in the lives of these young learners. Calvin and Andrea used their connections from their
real lives to their school lives and were able to draw from both, and in the process wrote
more about what was happening to them and how they were experiencing life. Reading for
them was an adventure and they took great pleasure in reading the longer chapter books.
Billy and Kate had some similar school experiences as far as being unsuccessful at
doing their best work and/or completing work. The best way for me to describe Kate is
that she was an immature second grader. She was almost invisible because of her quiet
nature. I felt Billy had too many people doing for him. He had good, sound ideas about
selecting books, rules for reading such as sounding out words, skipping a word,
rereading, and asking for help. It almost seemed that he memorized these strategies, but he
did not know how to actually practice much of it. Billy and Kate both enjoyed reading
rhyming books with a repetitive flow. I thought Billy needed to hear from the adults in his
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life that he was doing a good job and trying hard. He might need this to be able to take
some risks in the class.
D an’s school life was being affected by his social economic status. One had to feel
sorry for Dan because none of this was his fault. He was a bright, respectful, imaginative
student. I noticed when he was gone for those few day stretches he would come back and
not want to talk about where he had been. It was difficult for him to find his place in the
class because of his school absences.
Mrs. Gray had a lot of things going on in her life. She took great pains in setting
up the classroom for the students to learn from a theme approach. However, this was not
being communicated in the way it could have, as the students did not do too much on their
own. She made books available, yet the students did not read them. She spoke of whole
language and starting from whole to part, yet relied on test scores to shift her focus to
phonics for the lower students.
There were outside people such as the foster grandmother who I felt had no
business teaching a group of children. First of all she was not hired by the district to
instruct children. Second, it would be different if a volunteer was reading to a group of
children as a means of enjoyment. But in my observations she had her own group of
children during reading instruction time, and I thought she was short tempered with some
of the children. I think foster grandparents are a wonderful asset to any classroom and they
serve a vital function, as children need to view the elderly as good influences and positive
figures in the community. My concern is that volunteers know their limitations when it
comes to involvement with young children. It should be made clear by the school officials
and classroom teachers what those limitation should include. Mrs. Gray, on the other
hand, approved of this foster grandparent and depended on her to help with reading.
In the following chapter I will discuss the four main themes derived from this
research. Those themes were (a) environment, (b) learning, (c) instruction, and (d) self.

CHAPTER V
FOUR EMERGENT THEMES
Through my involvement with these five children and their teacher, two important
concepts became clear. The first is this notion of whole language and what it seemed to
mean to the teacher as she practiced her ideas in the teaching of reading and writing to these
elementary school students.
The second is the importance of children as communicators. The opportunities to
discuss literature, share personal ideas, and test these ideas are necessary in language
classrooms. Conversation plays a principal role in the development of literacy and whole
language learning. It is through conversation children discover new ideas and learn
through others’ ideas about how people connect and function in the world. A young
child’s social world oftentimes begins with those relationships which are formed early in
life through communicating in literacy events. Success in learning to communicate through
reading and writing, speaking, and listening serves many purposes as children grow and
develop.
I believe through observations and interviews I was able to acquire a genuine idea
of how these five students made sense of what they learned in the classroom. I was also
able to discover what they knew about reading and writing and how they viewed
themselves as readers and writers.
Four themes emerged from the data. These themes helped to define what was
actually happening in this classroom of students and what it meant. The themes were
(a) environment, (b) learning, (c) instruction, and (d) self. Each theme will be discussed
and a connection made to events which took place in the classroom during reading and
writing instruction.
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Environment
The environment in describing this classroom contains two parts, the physical or
external and the social or internal. This classroom (external) can best be described as
rectangular in shape, well lit by rows of lights on the ceiling, and light filtering in through
the shades on the large windows. The classroom was cluttered with books, paper, pens,
pencils, scissors, and all types of arts and crafts materials. The environment was rich with
print. There were 24 students in this class who sat in the four rows of desks, two rows
connected so students faced each other. There was a space in the middle of the room and
then two more rows of connecting desks.
There were 14 boys and 10 girls in this classroom. On the far wall across the room
from the door were large windows. Above the windows was a fairly large wall space
where the teacher had taped words on the wall. These words are words the children may
want to use when writing, as they are directly connected to the theme or unit study. When
I first came to the classroom the words on the wall coordinated with the “Monsters” theme.
Some of the words were monster, black cat, witch, scary, horrible, terrible, ugly, and
hairy.
A large bookrack that held at least 50 tradebooks was in an area off to the side of
the rows of desks. On the wall directly opposite of the windows was a large erasable white
board with the words “A.M. Schedule” written in black marker. Each day the schedule of
events was posted on this board. Certain routines took place, such as bell ringing, students
going to their desks, and the morning classroom announcements were read by two students
using a toy microphone to tell the day, date, weather, and daily lunch menu. Each student
got their turn at doing the morning announcements.
One comer of the room is designated a reading comer and is carpeted. This area is
also used when the children go to sit as a group to listen to Mrs. Gray read a story or for
one of the groups to work during spelling instruction. In the opposite comer are two
computers, one printer, and a good amount of software. There were many storage areas in
the room such as shelves and plastic containers, as well as various shaped tables and extra
chairs.
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Weaver (1994) states, “Literacy material and how they are organized in space can
demonstrate a great deal to students about reading and writing” (p. 56). She believes a
classroom in which books are displayed in various places and writing materials made
available to children demonstrates to the children that writing for an audience is important
and should be published in several ways. Loughlin and Martin (1987) believe the arranged
environment is part of the physical environment and includes all spaces organized for the
learner.
This classroom had an abundance of materials children could utilize in their busy
lives, enabling them to create, demonstrate, and practice literacy events. Children’s lives
are enriched when they have access to the many materials available in today’s classrooms.
In every class there is a social (internal) core. The teacher as a facilitator is
responsible for the way in which the class learns to function. Each classroom is unique
because each student brings to the class a wealth of background information and
experience. The social environment is partly created by the physical environment as
students receive messages that may encourage them to act in certain ways. A positive
social environment is created when students are encouraged to take risks and are supported
in their endeavors. If teachers provide a classroom where choice or risk taking is
encouraged, then we open a door to further learning and further growth. An inviting
classroom is one that children will want to return to day after day because the environment
is safe and they feel a sense of belonging.
Learning
Children in the classroom learned through specific ways of communication. I
observed children in two specific areas: reading and writing. A significant part of the
teaching and learning in Mrs. Gray’s class was tied to a theme or unit study. It was evident
that Mrs. Gray searched and planned for the class to have books and materials available for
them when learning about a topic. She also spent a good amount of time selecting the
choral reading, poems, and songs and put them into individual packets or folders for each
student. She called this the “I can read folders.” She would say to the children every
morning after diary writing, “Take out your ‘I can read folders.’” The students read,
sang, and chanted several pieces of material (see Appendix E) before the groups were split
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into three or sometimes four, depending on how many volunteers were available to read the
multiple copies in circle reading. Circle reading is when each student takes a turn reading a
paragraph or page depending on the length of the book. In this class, the students read but
never discussed what they read. It seemed like this oral reading was just practice for them.
The students were involved in four specific areas where they were engaged with
print, books, and discussion. The first was reading from the “I can read folders”; the
second was the multiple copies of books which they read in circle reading; and the third
was the theme or unit books displayed in the room. The choral readings and chants were
good ways for children to experience language, but sometimes it seemed the children were
bored with the material (see Appendix E).
[Observation]: In the beginning of class, students paid attention and were alert and
interested; but as this wore on, I noticed bored, flat looks on the faces of children. I heard
sighs in the room and saw children slumping in their desks. Second graders it seems do
not have the attention span to read the same kind of material for a long length of time. The
students also had two primary ways in which they wrote on a everyday basis. The first
was the diary which they wrote in the morning (see Appendix F). The second was the
response journal (see Appendix F). The response journal was used for various writings
such as math or science, but mostly the children wrote in it when they copied sentences off
the easel or when they added to her sentences by writing their own and sometimes drawing
a picture to accompany the writing.
Some of the children did not know how to start the diary every morning. One child
wrote the same thing over and over. I observed Mrs. Gray addressing this problem with
one of the students.
[Observation]: Mrs. Gray was encouraging a student to write. She tried to give
him ideas. She asked, “What did you do last night?” He said he went to the babysitter’s.
She asked, “Did you have a snack?” He replied, “No.” She left his area and three children
sitting near him whispered to him and I overheard one girl when she said, “Write I love
you.” I watched and watched and he never wrote but he drew a picture instead.
I asked to look at children’s journals and diaries. I noticed that the students who
were the more fluent readers were better writers, as they had experience with print and
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knew how a story sounded. Calkins (1991) views the notebooks as being used to help us
lead wide-awake lives. She believes that one’s own life and ideas are important and we
should encourage children to record events in their lives and savor them.
The students wrote for another purpose and that was a weekly response to their
parents. Each child had a special notebook that went home on Fridays and was brought
back to school no later than Tuesday. This shared writing helps the child to communicate
with parents about school life. The students never discussed what they wrote and it was
never shared. Mrs. Gray examined the notebooks, but I was not sure of the purpose.
An important aspect of the learning theme was the connection to the tradebooks or
what is otherwise known as real books. Many teachers decide to make a change from the
basal to real books, which is really what is known as the best of children’s literature.
[Observation]: Only two children have looked at or browsed the book display. I
counted 48 books, good books. I thought the students would be encouraged to use these
in a number of ways, such as enjoyment, small group work, reports, or paired reading, but
this did not happen. The books were not read or used to promote the theme study or for
enjoyment It was as if the books were a fixture in the room, taking up space.
Theme studies, according to Gamberg et al. (1988) are exciting for the following
reasons:
• Theme studies are successful with all children.
• Theme studies are child centered.
• Theme studies make learning clearly purposeful.
• Theme studies make good use o f class time and make learning productive.
• Theme studies build a bridge between school and community and help children
understand the world in which they live.
• Theme studies encourage parent involvement.
• Theme studies can be done by all teachers.
• Theme studies allow teachers to learn along with the children so that they never
become bored with their work.
• Children learn many skills and a great deal of content.
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• Children are encouraged to think, solve problems, and become independent
learners.
• Children learn to cooperate and become sensitive to others.
• Children learn to become responsible.
• Children develop self-discipline.
• Children gain self-confidence and self-esteem.
• Children love learning, (back cover)
All of these approaches connect to the teaching and learning observations made concerning
each of the five student participants and their teacher, either in what they had available to
them at the time or what they could develop in the future. Mainly, I believed all of the
learners loved learning. Dan, Kate, and perhaps Billy could gain self-confidence and
self-esteem through the learning of a well thought out and planned theme study. Andrea
and Calvin had already established good attitudes and practices in their classroom and home
lives. A theme study taught with these views in mind could enrich their learning and
provide them ways to communicate and extend their thinking. Mrs. Gray could benefit
also, as she would be learning along with her students and refining her practices to best
meet the needs of the learner.
Researchers and teachers alike realized when they put away the basals and
workbooks and moved to real books they were taking a risk. Some questioned what
would happen to the struggling readers if these were gone.
Teachers who use real books to teach realize real books and paper and pencil--the
most basic teaching material of all—are what children really need when learning to read and
write (Routman, 1996).
Learning took place in a variety of ways in Mrs. Gray’s room. The children read
and wrote for a number of reasons. Some were more clear than others, but overall learning
for these children was teacher-controlled for much of the time.
Instruction
Mrs. Gray used a variety of activities in teaching her students about the topic of
study. During the time when the children were studying the animals theme, the teacher
made a display table with various “real” animals’ pelts, skulls, and bones that the children
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could view and handle. King (1996) encourages teachers who are in the process of
designing a theme for study to have children work in groups and to record their ideas and
responses. This is done to keep children actively learning and encourages children to write
and imagine many ideas rather than immediately choosing one. King states, “Whether the
storymaking is oral or written, the process is complete only when the story is shared”
(p. 52).
One day Mrs. Gray was trying to elicit words from her students as they discussed
beavers. Mrs. Gray had in her hand a book about beavers. She posed the question, “What
do you think beavers do?” Several students responded with a variety of answers. Her next
question was, “What words do you think you’ll be reading when reading about beavers?”
Before anyone could answer she inteijected with, “There is one word and it is in this book
about beavers.” She stopped eight times while speaking to ask children to put things away
or to listen or to say, “No more drinks,” as students were going back and forth to the water
fountain. She was searching for that one word and said, “No,” when a girl suggested the
word “swimmers.” This exchange continued as the children said other words such as
hibernate, dam, water, fun, and swim. She finally told them what she was looking for was
the word “fur” and asked them to tell her something about fur. They did and she said,
“That’s not what I ’m looking for.” The students kept guessing and finally she said,
“Someone is on the right track.” A boy responded and she answered, “That’s not what I ’m
thinking; I ’m thinking about something else.” She asked, “Is all fur the same color?” The
students said, “No,” then “Yes,” and then “No” again. She told them there was something
about the fur underneath being soft an fluffy and the top longer and thicker. She asked
what the outside fur did. A student responded, and she told him she was not talking about
alligators. Finally, she told them the fur was waterproof. This exchange went on for 15
minutes. Next, she wanted to know about the tail and what it felt like. Before anyone
could answer, she told them it feels like hard leather and continued with . . . “And when
they (beavers) slap something with it” . . . (she wanted someone to complete her sentence),
a girl replied, “It hurts.” Mrs. Gray said, “No!,” and continued with “ . . . they use it
for . . . ? ” By now 25 minutes had past and the children had all but given up and appeared
to be frustrated and tired. I observed body language—some had their hands tucked under
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tucked under their chins, some had their heads down on desks, and one boy had been
reading a book which he held on his lap out of her view.
Although Mrs. Gray incorporated a variety of whole language concepts into the
instruction, phonics also played an implicit part in daily instruction. The children were
ability grouped in spelling and in one part of reading instruction (circle reading). Mrs.
Gray spent time with a group of children who she thought needed to practice their sounds.
Goodman (1993) states, “The simple definitions some people use for phonics, like
letter-sound relationships or phoneme-grapheme relationships, aren’t accurate or sufficient”
(p. 5). He believes phonics is much more complex than many teachers understand it to be;
the term phonology refers to the systems of sound an oral language uses, and phonetics is
more the characteristic of speech sounds. Mrs. Gray uses the term phonics to mean the
sounding out of words.
In some of Mrs. Gray’s instruction she connected well with the children. For
example, during an observation of a spelling lesson the teacher worked with a group of
students on the carpeted area. They sat on the floor holding small erasable slates, with
markers in their hands for writing and socks near them for erasing. Mrs. Gray said a word
and sounded it out, the students wrote it down, and then she asked for a volunteer to spell
what he/she wrote. The children made corrections as necessary. The children paid close
attention and were proficient at finding their own mistakes and correcting them. It seemed
the children really enjoyed the conventional boards and markers. I asked a student what he
thought about spelling. He said he liked having his own board because he could erase and
check his own spelling when his teacher was explaining it.
Self
The theme of self is enhanced by what students can do for themselves when
learning. The theme also explains how children’s self-concept is built when they have
opportunity to make their work available for peers to examine. Ownership of completed
work is critical for students’ learning. Blake (1984) confirms this concept, as it is her
belief that through ownership learners accept responsibility by taking an active part in what
they choose to learn, and what materials to use reflects the values they have as individuals.
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Students can begin to view themselves as makers of meaning because of the positive
attitude about learning not only for the moment but for a lifetime.
Self also considers what readers and writers do when learning, while promoting
individuality and creativity in the environment. Independence is critical for all learners.
Authenticity is connected to the self theme because children need real purpose for reading
and writing. Cronin (1996) invites teachers to not fall for a cheap imitation of authentic
teaching. His ideas of authenticity require teachers to motivate students by assigning work
that is both meaningful and substantive. There are intrinsic and extrinsic motivators and
students are best motivated when they work for reasons that are personal. Teachers help
students to understand the difference between correct work and good work. Cronin states,
“Sometimes we place too much emphasis on following instruction and not enough on
what’s produced” (p. 73).
The students in this class did not publish their writing. Their writing was not
displayed anywhere in the classroom. All of the writing was kept in the diaries and
journals. A way to invite and encourage students to develop a positive self-image about
their schoolwork is for them to be able to share what they learned. By allowing students
the opportunities to publish work by displaying it in the classroom extends the idea that
children are makers of meaning.
This chapter presented the four themes as they emerged from the interviews and
observations. Chapter VI concludes the study with reflections on the findings,
recommendations for education, and suggestions for further research.

CHAPTER VI
DISCUSSION, REFLECTION, AND EDUCATIONAL
RECOMMENDATIONS
Discussion
In about the middle of this study, I began to question if what I was seeing and
hearing in this classroom and what the children were exposed to was what one could or
would really call whole language. Even though Mrs. Gray considers herself to be a whole
language teacher, she engages in other practices that do not lend themselves entirely to the
whole language philosophy. I pondered about whether the term whole language was
misunderstood by this teacher or if she was a teacher in transition; by this I thought she
was just starting with a few of the elements of whole language and would eventually do
more with reading and writing. Perhaps, with time, I thought she might use the wonderful
books she had in her classroom with her theme-centered approach to teaching. I wondered
whether the term “whole language” was misconstrued and thought perhaps, to some
teachers, and this one in particular, it meant something totally irrelevant to their personal
beliefs about literacy development.
From the observation and interviews it was apparent this teacher had some well
thought out ideas and practiced some of those when interacting with the students during
reading and writing. It has been noted in the interviews and observations the way in which
Mrs. Gray taught spelling, and her idea to use the erasable slates or boards and the socks
used for erasing, that her students were immersed in learning and looked forward to
spelling. The students knew the sounds letters make because she taught this well in
spelling class. The students were finding success as spellers and felt confident in their
efforts, because their predictions when spelling words were either confirmed or
disconfirmed and feedback was given immediately. She displayed in her room many
books of great variety which were to be used throughout the time students studied the
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various themes. There were many books in the room and the environment was rich with
print.
What supported and affirmed my initial thought about this teacher being in what I
came to think of as a “transitional mode” was through searching the data and validating this
through the interviews with her and the observations I made in her classroom. She had
changed her teaching to a certain extent and that was clear in observing her teach, but some
of the methods I thought may be best initiated after much more thought on her part about
what a whole language philosophy can offer to a class of young students ready to
experience more of the rich world of language.
The dictionary states the word “transition” to mean “a passage from one form, state,
style or place to another” (Funk & Wagnalls Standard. 1981, p. 720). It is my thought that
a teacher in transition is one who spends a considerable amount of time reflecting on his/her
own teaching and fully realizes that in order to make a change for the benefit of the students
and him/herself, one will need to begin this process by asking, “Why? Why do I wish to
learn about and then teach from a whole language perspective?”
In my first interview with Mrs. Gray I asked what her reasons were for wanting a
change in the way she had previously taught reading and writing. She said it was to leave
the workbooks behind and to then use that money to buy tradebooks. Many teachers may
do this in order to build their classroom libraries when theme teaching. What really struck
me was when I asked her to tell me in her own words what she thought whole language
meant; she could not or would not, but instead handed me a copy of a newspaper clipping
from a few years before of what her school was doing to give children language
experience.
After reading this and considering what she had said about themes and children’s
books, it seemed to me that there was a possible discrepancy between her practice and
statement of beliefs. I thought that a teacher of her experience would voice her professional
opinion about this concept or give an example of what was on her mind when thinking
about language, teaching, and learning. I thought long and hard about Mrs. Gray’s
response to my question about whole language, and I concluded that what she said was not
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peculiar but that perhaps she was still testing the waters and needed more time to think
about whole language and where she saw herself fitting in with regard to her own beliefs.
Routman (1991) believes teachers moving toward whole language teaching should
ask themselves, “How can I know if I am becoming a whole language teacher?” (p. 4).
She feels becoming a whole language teacher means being prepared to always being in the
“draft stage.” To clarify this she states, “You can’t make revisions and improve at a task
until you have first tried it” (p. 4). Routman also suggests that teachers not worry about
getting it right but be more concerned with adapting to what seems right for them and the
students. The other major task for teachers moving into whole language is to continue to
read, risk, and reflect. She invites teachers to trust their intuitions and to reflect upon those
because confidence builds as teachers’ competence grows.
Through the interviews it became apparent that Mrs. Gray had her own reason for
not making the most of the whole language philosophy in her teaching. The reasons were
she felt her class was not typical and that she had many lower students who needed more of
a phonics approach in learning to read; also, she gave her students a test (which was
discussed in Chapter IV) and this indicated to her that many of her students were, in fact,
not at grade level when they entered her class.
At this point I was thoroughly confused with her philosophy, mainly because much
of what was done in the class did not match that of a whole language teacher. If one
separates children by ability this does not constitute what is known as whole language
teaching, and most certainly not with an atypical class such as hers. Another idea that kept
running across my mind was if she believed in the way she was teaching, then why spend
the time, for example, checking all those books out of the library if they were not used in
the theme study?
Reflection on Students
Each of the five students contributed immensely to this research. Although I use
the term interview, what I really wanted to do was to have a conversation with them about
reading, books, learning, and everything that can happen in a classroom of young people
developing as learners. Depending on how much the student wanted to share and what
kind of background experience they had, some of the interviews were longer.
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If I had wanted to I could have searched out the “best” readers and writers in this
diverse class of learners right from the start. I selected those students who I thought were
interesting in the way they interacted with their peers and their teacher. Two were
outspoken, competitive at times, and eager to learn. One was still finding his way.
Another was full of interesting ideas and frustration, and one loved to dream.
I looked back at my notes from the very beginning when I was undecided about
which students I wanted to interview. I wrote a few words down to describe and help me
to remember Calvin, Andrea, and Dan. For Calvin, I had written busy, bright, inquistive,
self-motivated, bored, impatient, and aggressive. For Andrea, I had written lively, bright,
independent, verbal, competitive, and self-contolled. For Dan, I had written quiet, new
student, thoughtful, self-motivated, good listener, polite, and mature. At the time I did not
know if I were going to interview these students, but now as I reflect on that I realize that I
was right in my earlier instincts-just a few -about these students.
Students, when learning language, should be able to do a number of things that
enhance their language development; these acts afford students ways to learn. In an active,
child-cented classroom, students are encouraged to:
• talk-converse with each other on the subject matter.
• use the classroom as a testing ground for ideas.
• publish work.
• have choices in the matters that concern their learning.
• learn to take responsibility for their work.
• learn to work together to build community in the classroom.
• feel comfortable to disagree with the teacher.
• work in both small and large groups.
Although this class did not lack for materials, or interesting books, the social
climate where children are allowed to find their “literate voices” and achieve some control in
order to write and read for authentic purposes was not as evident as expected. A positive
social environment provokes and promotes reading and writing and invites children to
socialize while learning. The teacher plays a critical part in creating the environment.
He/she is a decision maker in what and/or how the children will learn. The decisions,
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however, should be shared as much as possible. Loughlin and Martin (1987) believe the
teacher is the decision maker about the environment and needs to share ownership,
responsibility, information, and provide access. The teacher must also model the behavior
expected from the students and take the time to observe and interact with the children in
ways that will promote and reinforce continuity and order.
Throughout this research project it was the children who kept me coming back to
the classroom to observe them in their roles as young learners. It is apparent that
successful readers and writers have support systems of some type in their home
environment. Home/school realationships are vital for young learners to have a sense of
belonging and importance.
Recommendations
I believe further research is needed in the area of teacher transition, when a teacher
is wanting to change his/her teaching philosophy or in the early stages of change with
regard to his/her teaching. I think it would be beneficial to teacher educators to know what
steps these professionals go through when initiating change in their professional
development, prompting a change in direction toward a whole language philosophy. It also
would be beneficial to find out what type of support these teachers have when beginning
this journey, a journey that will ask them to reflect, read, and risk.
Making changes in teaching practices is oftentimes difficult, even for the most
experienced teacher. As research shows transitional teachers are risk takers. Risk taking
requires teachers to maintain their integrity while searching and experimenting new ways to
teach and learn.
In the same manner that we provide opportunities to students in taking risks and
finding their literate voices in language classrooms, so too should we afford teachers this
opportunity.
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Interview Questions
1. Do you read at home?
2. Do you think being a good reader will help you in life?
3. What do you think good readers do?
4. Is reading important to you and why is it important?
5. What do you think you will want to be when you grow up?
6. What do you think_____ have to know?
7. If someone wanted to give you something to use at home for learning, what would you
ask for?
8. If someone wanted to give you something to use in school for learning, what would
you ask for?

APPENDIX B
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September 17, 1996

Dear Parents,
I would like to introduce myself. My name is Nadine Tepper. I am a doctoral graduate
student at the University of North Dakota. I am in the process of doing research for my
dissertation which is about Literacy Development.
I will be observing in your child’s classroom for several weeks during reading and writing
time. I will interview several students. The interviews will be audio taped so that I can
play them back at a later time and listen to the interview.
I am asking for your permission to interview your child. The real names of the children
will never be used to protect their privacy. Instruction time will not be taken up by the
interviews and I will not discuss the interviews with other parents or children. If at any
time you wish for your child to withdraw from the study you may do so.
Thank you for your support and I look forward to meeting all of the children in the near
future.
Sincerely,
Nadine Tepper
UND-Center for Teaching and Learning

I give permission for my child to take part in the study conducted by Nadine Tepper. My
child may be asked to be audio taped in an interview.
Parent’s Signature:____________________________
Date:
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Dear Parents,
The spelling program in my classroom is Spelling Through Phonics by Marlene and Bob
McCracken which is primarily a phonics approach to spelling. This enables the students to
try to spell words even though they may not be spelled 100% correctly. This also helps
them read back what they have written and gives them additional help with reading
strategies.

There are many sight words which cannot be sounded out and must be memorized. The
attached word list has the most common words printed on it. As part of their homework
the children are to study 5 words and then take a test on them. If all 5 are written correctly
they can start on another list of 5 words. If they do not know one or two of the words,
they become part of next week’s list. A spelling test will be given every Wednesday.
However, the students are able to work at their own pace and can ask to take an extra
spelling test at any time so they can go on to learn more words.
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THE 500 MOST COMMON WORDS
The
First
100
the
of
and
a
to
in
is
you
that
it
he
for
was
on
are
as
with
his
they
at
be
this
from

I
have
or
by
one
had
not
but
what
all
were
when
we
there
can
an
your
today
however
sure
knew
it’s

which
their
said
if
do
will
each
about
how
up
out
them
then
she
many
some
so
these
would
other
into
has
more
her
two
like
him
see
time
could
no
make
than
first
been
its
who
now
people
my
made
over
did
down
cut
done
group
true
half

only
way
find
use
may
water
long
little
very
after
words
called
just
where
most
know
The

Second
100
get
through
back
much
go
good
new
write
our
me
man
too
any
day
same
right
look
think
also
around
another
came
idea
before
lived
became
add

come
work
three
must
because
does
part
even
place
well
such
here
take
why
help
put
different
away
again
off
went
old
number
great
teU
men
say
small
every
found
still
between
name
should
home
big
give
air
line
set
own
under
read
last
ten
fast
felt
kept
notice

never
us
left
end
along
while
might
next
sound
below
saw
something
thought
both
few
those
always
show
large
often
together
asked
house
don’t
world
going
want
school
important
until
form
food
keep
children

The
Third
100
feet
land
side
without
gone
finally
summer
understand
moon

boy
once
animals
life
enough
took
four
head
above
kind
began
almost
live
page
got
earth
need
far
hand
high
year
mother
light
country
father
let
night
picture
being
study
second
soon
story
since
white
ever
paper
hard
near
sentence
better
best
across
during
rain
suddenly
leaves
easy
lay
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try
told
young
sun
thing
whole
hear
example
heard
several
change
answer
room
sea
against
top
turned
learn
point
city
play
toward
five
himself
usually
money
seen
didn’t
car
morning
I ’m
body
upon
family
later
turn
move
face
door

red
fish
plants

The
Fourth
100
living
black
eat
short
United States
run
book
gave
order
open
ground
cold
really
table
remember
tree
course
front
American
space
inside
ago
sad
early
I’ll
learned
brought
close
nothing
though

become
grow
draw
yet
less
wind
behind
cannot
letter
among
able
dog
shown
mean
English
rest
perhaps
certain
six
feel
fire
ready
green
yes
build
special
ran
full
town
complete
oh
person
hot
anything
hold
state
list
stood
hundred

can’t
strong
voice
probably
area
horse
matter
stand
box
start
that’s
class
piece
surface
river
common
stop
am
talk
whether
fine

The
Fifth
100
round
dark
past
ball
girl
road
blue
instead
either
held
already
warm

animal
mind
outside
power
problem
longer
winter
deep
heavy
carefully
follow
beautiful
everyone
leave
everything
game
system
bring
watch
shall
dry
within
floor
ice
ship
themselves
begin
fact
third
quite
carry
distance
although
sat
possible
heart
real
simple
snow

size
wild
weather
miss
pattern
sky
walked
main
someone
center
field
stay
itself
boat
question
wide
least
tiny
hour
happened
foot
care
low
else
gold
build
glass
rock
tall
alone
bottom
walk
check
fall
poor
map
friend
language
job
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Grade 2 Literature Based Reading
Gates-McGinitie Test
Pre-test Score
Student Name

Fall
total

vocab.

comp.

1.

1.9

1.7

1.8

2.

1.4

1.3

1.4

3.

K

K

K

1.5

1.3

1.4

5.

K

K

K

6.

1.5

1.6

1.5

7.

K

K

K

8.

2.3

2.6

2.4

9.

K

K

K

2.0

2.2

2.1

11.

2.5

2.0

2.3

12.

K

1.1

K

13.

2.3

2.3

2.3

14.

K

K

K

15.

2.4

2.1

2.3

16.

1.5

1.7

1.6

17.

1.2

K

1.1

18.

1.2

1.2

1.2

4.

10.

Kate

Calvin

19.

Andrea

3.3

2.7

3.2

20.

Billy

1.1

1.1

1.1

21.

1.7

1.7

1.8

22.

K

K

K

23.
24.

Dan (not tested)
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Nightmare, Nightmare
Nightmare, nightmare,
You can’t scare me.
I’ll lock you up
And throw away the key!

(put up purple nightmare)

(take off purple nightmare)

Nightmare, nightmare,
Ugly and green.
Don’t bother me
'Cause I’m real mean!
Nightmare, nightmare,
With ten big toes.
Don’t look at me
Or I’ll squirt you with the I
Nightmare, nightmare,
Under my bed.
I’ll jump up and down
And sit on your head!
Nightmare, nightmare,
Go away!
I’ll open my eyes
So you can’t stay.

(put up green nightmare)

(take off green nightmare)
(put up blue nightmare)

!

(take off blue nightmare)
(put up red nightmare)

(take off red nightmare)
(put up orange nightmare)

(take off orange nightmare)
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The Monster Song
(sung to "The Bus Song ”)
The feet on the monster go
Stomp-stomp-stomp,
stomp-stomp-stomp,
stomp-stomp-stomp,
The feet on the monster go
Stomp-stomp-stomp,
All through the town.
The hands/mouth/eyes/belly on the mon
ster go/goes
CJap-clap-clap/growl-growl-growl/blinkblink-blinkAviggle-wiggle-wiggle...
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Leks a.U do o a r s k ire .
T o sKowj ~Hvxf vi/e C a r e ,
Leks m a k e . people h o U
Pack

r

d a v

'OIL

Then

The

In e |

v e a r ^

P as

r

We Can P ave O hnsirncis
every day,

y

O h ,
0

OO(

d)

C n r i s V

m a s

©

ve rv

i

da
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We.
We
We
We

arc
like
like,
kaue

-fine eliyes -Trow Santas r3ncp.
CknS'Vmas^
ik aloW
Somekktntj we wank- 4o know -

Wkiak is C hris kotos ?
What \s OWnskims ?
War \s vUhak we

v jo jo

V

Wo

k n e w .
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MUST BE SANTA

Who's g o t t a b o a r d t h a t ' s l o n g and w h i t e ?
S a n t a ' s g o t t a b o a r d t h a t ' s lo n g and w h i t e !
Who comes a r o u n d on a s p e c i a l n i g h t ?
S a n t a c o n e s a r o u n d on a s p e c i a l n i g h t !
S p e c i a l n i g h t , Board t h a t ' s w h ite .
Must b e S a n t a , Must be S a n t a , Must b e S a n t a , S a n t a C l a u s .
Who w e a r s b o o t s and a s u i t o f r e d ?
S a n t a w e a r s b o o t s a nd a s u i t o f r e d !
Who w e a r s a l o n g c a p on h i s h e ad ?
S a n t a w e a r s a l o n g c a p on h i s h e a d !
Cap on h e a d . S u i t t h a t ' s r e d , S p e c i a l n i g h t , B e a r d t h a t ' s w h i t e
Must be S a n t a , Must b e S a n t a , Must be S a n t a , S a n t a C l a u s .
Who's g o t a b i g r e d c h e r r y n o s e ?
S a n t a 's got a b ig red c herry nose.
Who l a u g h s t h i s way: "Ho, h o , ho"?
S a n t a l a u g h s t h i s w a y,
"Ho, h o , h o " !
HO, h o , h o . C h e r r y n o s e , Cap on h e a d . S u i t t h a t ' s r e d ,
S p e c i a l n i g h t , B ea rd t h a t ' s w h i t s .
Must b e S a n t a , Must be S a n t a , Must be S a n t a , S a n t a C l a u s .
Who v e r y soo n w i l l come o u r way?
S a n t a v e r y s o o n w i l l come o u r v a y .
Eight l i t t l e re in d e er p o ll h is sle ig h ,
S a n ta 's l i t t l e re in d e e r p u ll h is sleig h .
R e i n d e e r s l e i g h . Come o u r way, Ho, h o , h o . C h e r r y n o s e .
Cap on h e a d , S u i t t h a t ' s r e d , S p e c i a l n i g h t , B e a rd t h a t ' s w h i t e
Must b e S a n t a , Must be S a n t a , Must be S a n t a , S a n t a C l a u s .
D a sh e r, D ancer, P r a n c e r , Vixen,
Comet, C u p i d , Don ner and B l i t z e n .
D a s h e r, D ancer, P r a n c e r , Vixen,
C o a a t , C u p id , D on ne r and B l i t z e n .
R e i n d e e r s l e i g h , Come o u r way. Ho, h o , h o . C h e r r y N o s e ,
Cap on h e a d , S u i t t h a t ' s r e d , S p e c i a l n i g h t . B e a rd t h a t ' s w h i t e
M ust b e S a n t a , Must b e S a n t a , Must be S a n t a , S a n t a C l a u s .
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HALLOWEEN FRIENDS

I'M A LITTLE FRANKENSTEIN, FRANKENSTEIN, FRANKENSTEIN,
YOU CAN BE A FRIEND OF MINE, A FRIEND OF FRANKENSTEIN.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
I'M A LITTLE WICKED WITCH, WICKED WITCH, WICKED WITCH,
EVERY YEAR I GET THE ITCH TO BE A FRIEND OF WICKED WITCH.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
I’M A LITTLE BELFRY BAT, BELFRY BAT, BELFRY BAT.
IF YOU FIND ME IN YOUR HAT, IPS ME THE BELFRY BAT.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
I'M A SCARY SKELETON, SKELETON, SKELETON,
I CAN FRIGHTEN ANYONE, A SCARY SKELETON.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
(GIRLS) I’M A GOBLIN, (BOYS) I’M A GHOST,
(ALL) GOBLIN, GHOST, GOBLIN, GHOST.
GUESS WHO'S GONNA SCARE YOU MOST, A GOBLIN AND A GHOST.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
ALL TOGETHER WE'RE A SIGHT, WE’RE A SIGHT, WE'RE A SIGHT.
OUT TO GIVE THE FOLKS A FRIGHT ON HALLOWEEN TONIGHT.
WE ARE HERE TO SCARE YOU, WE ARE HERE TO SCARE YOU.
WE ARE HERE TO SCARE YOU, BOO!
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